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 ABSTRACT 
 
 
TITLE:  Improving the Reading abilities of my Grade 9 Learners:  
A Classroom-based inquiry 
 
Virginia Charmaine Didloft 
 
This thesis is a narrative account of how I have transformed my learning and 
teaching strategies for Grade 9 learners, generating my own living theory of 
teaching within a social context with the aim of enabling my learners to construct 
their own knowledge.  My value-embedded practice is reflected in the values I 
attach to equality, inclusivity, social justice and basic human rights.  These 
embodied values are also a reflection of my commitment to my Christian values 
which encompass my entire existence and have become the living standards by 
which I judge the quality of my research.  My classroom-based action research 
methodology is a living transformational process which heralds a change for a more 
just practice and the inclusion and recognition of the individual.  My findings about 
my learners’ and my own learning offer new conceptualisations about the capacity 
of my learners to learn in their own unique ways and according to their own 
potential.  I am claiming that the significance of my research is grounded in my 
ability to demonstrate how I can unleash the untapped potential of learners failing 
to attain the desired outcomes.  I show them how to learn confidently and 
successfully within a social context using prior knowledge, scaffolding and 
motivation as teaching and learning tools.  This has potential inspiration for new 
forms of practice and theory in aiming to improve learners’ potential.  A significant 
feature of my account is how my Christian values have been translated into my 
critical epistemological standards of judgement, and the development of a living 
theory of practice that enables me to account for educational influences in my 
learners’ and my own learning. 
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CHAPTER ONE:  WHAT IS MY CONCERN? 
 
1 INTRODUCTION 
 
This report is about my educational journey as a classroom-based practitioner, conducting a self-study 
into my own practice and creating my own living theory of practice as I go along.  I give this account 
against my historical background which served as the rationale for undertaking the study.  I also outline 
the relevance of my research in terms of contexts of my current ontology.  My aim is to influence and 
facilitate the improvement of the reading abilities of Grade 9 learners in my classroom.  I am hoping 
the emerging epistemologies will enhance my own comprehension and improve my own teaching practice.  
This will hopefully lead to the learning improvement of my learners! 
 
1.1 Background to the Research 
 
I am involuntarily catapulted back to the painful period of discrimination and segregation when I was 
confronted by a statement of Christie (1997: 60).  He remarks that the end of the Apartheid Era in South 
Africa, after the release of Nelson Mandela in 1994, signified a victory for democracy, social justice and 
basic human rights.  It also indicated the end of the liberation struggle which so profoundly influenced 
socio-, economic- and educational policies.  As a victim of the Apartheid Era, I enjoyed the privilege of 
witnessing the African National Congress (ANC) come into power after 1994.  One of its first tasks was to 
develop and adopt the S.A. Constitution which included the Bill of Rights, aiming to heal and recognise the 
divisions and injustices of the past in order to establish a society based on democratic values, social 
justice and fundamental human rights.  
 
This Constitution also has as two of its goals: 
(i) to improve of the quality of life for all its citizens and  
(ii) to realise the potential of each person.  These rights are enshrined in the Constitution of 
the Republic of South Africa, Act 108 of 1996. 
 
As an educator, I took ownership of this Constitution as I could finally take my rightful place in a 
democratic South Africa.  I, supported by the Constitution, can now help improve the quality of life of my 
learners and unleash the potential of each individual in my classroom by ensuring that democracy, social 
justice and human rights are recognised, acknowledged and exercised.  I took comfort in the fact that my 
learners will never have to endure the dehumanising exposure to discrimination and humiliation which 
characterised the Apartheid Era in which I was raised. 
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It was clear to me that South Africa needed to get rid of the Apartheid system which was characterised by 
discrimination and violation of human rights.  In order to do this, curriculum changes had to be 
implemented (Wallace, Mattson and Thomson 2006: 5).  I have always considered the separate Education 
Systems, such as House of Representatives for “Coloureds”, House of Delegates for Indians, General 
Assemblies for Whites and Bantu Education for Blacks as discriminatory and impractical.  To me, its only 
purpose was to segregate different culture groups.  The new democracy however, introduced the first 
official curriculum statement of a democratic South Africa, entitled, Lifelong Learning Through a 
National Curriculum (1996).  This document basically addressed the need for major reform in South 
Africa’s education system, particularly because the old system played a major part in reinforcing inequality 
and apartheid notions.  From an educator’s point of view, I regarded the implementation of a new, 
democratic curriculum as long overdue! 
 
I also share the view of Christie (1997: 160-161) who acknowledges that the new ANC Government 
initiated the process of completely transforming the Apartheid Education.  The ANC Government 
introduced a new progressive curriculum, Curriculum 2005 (C 2005), based on the principles of 
Outcomes-Based Education (OBE). 
 
Due to various flaws though, the Minister of Education, Prof. Kader Asmal (appointed in 1999) instructed 
an Independent Committee in February 2000 to review Curriculum 2005 (C 2005) (Potenza 2003: 1).  
The Review Committee basically concluded that many educators, of which I am one, were confused by 
the complicated policy documents and therefore did not know how to apply it in their classrooms. 
 
The Review Committee then recommended that the principles of OBE be maintained in a revised and 
streamlined curriculum and the revision of Curriculum 2005 finally resulted in a draft National Curriculum 
Statement for Grades R – 9 (Schools) – 2002 (NCS – 2002).  This was merely an improved version with 
changes in design features.  The focus was still on learning and not teaching and on outcomes achieved 
(Janisch:  2006: viii). 
 
This document was also open to public comment and was further refined as a result of the feedback from 
stakeholders.  The Revised National Curriculum Statement (RNCS), which followed as a result, became 
official policy in 2002.  I consider this curriculum to be a more streamlined, accessible and usable version 
than the earlier one.  I have also found it much easier to implement in my classroom teaching. 
 
According to the Revised National Curriculum for Grades R – 9 (Schools) Languages 2002, the concept of 
inclusivity is one of the primary principles underpinning this curriculum.  Oosthuizen and Rossouw (2003: 
10 -26) also regard inclusivity as crucial in working towards the aims of the South African Education 
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Policy, because it heeds the South African Constitution, Act 108 of 1996 and also the Bill of Rights.  The 
fact that it encompasses the rights of all learners not to be discriminated against, coupled with its 
endeavours to be sensitive to inequality, poverty, disability, race, gender, age and HIV/AIDS, causes me 
to embrace it even more.  After all, as a victim of Apartheid, is this not enough reason to encourage a 
curriculum endeavouring to address the very issues which humiliated, hurt and deprived me during the 
Apartheid Era? 
 
My sentiments are echoed by Lloyd, Paizee and Peires (2006: 5) who are of the opinion that inclusivity 
encourages diverse teaching and learning styles which help to cater for learners’ diverse needs linked to 
their individual abilities and learning styles.  As an educator, I have come to believe that inclusivity is about 
recognising diversity and celebrating the uniqueness of my learners!  Learners in the classroom come 
from different cultures and different personal experiences.  Janisch, Macrae and Leluma (2006: xiv) 
therefore advise educators to manage diversity and inclusivity sensitively and effectively whilst 
simultaneously accommodating those who are experiencing learning barriers such as poor reading skills, 
to mention one of many. 
 
Alder, Burger and Traviss-Lea (2006: 31) identify some of these learning barriers experienced by learners 
in classrooms as: 
 
 System Barriers: (eg. overcrowded classrooms, lack of support materials, etc.) 
 Language Barriers: (eg. teaching and learning in a language other than their home 
language) 
 Socio – Economic Barriers: (eg. poverty, unemployment, abuse, etc.) 
 Disability: (eg. physical, emotional, behavioural, intellectual disabilities, etc.) 
 Inflexible Curriculum (eg. different learning styles and needs not catered for). 
 
At my school all the above-mentioned barriers are present which makes teaching not only challenging, but 
also extremely frustrating.  It is however, not a hurdle that is impossible to overcome! 
 
The Revised National Curriculum Statement (RNCS) Teachers Guide (Language) 2003, emphatically 
states that the same learner outcomes should be set for all learners, regardless of learning barriers.  This 
basically encourages creating a supportive classroom environment to accommodate diversity whilst 
maintaining the same standard throughout the learning and teaching process.   
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According to the guidelines as set out in the RNCS (2003) curriculum, it is important to point out, however, 
that accommodating diversity and learning barriers should not necessarily result in inferior teaching and 
learning or even compromising or lowering the required outcomes.  It should be the same for all learners, 
irrespective of differences. 
 
My experience during the Apartheid Era finally makes perfect sense to me.  I had to experience 
discrimination in order to gain valuable insight and use these lessons to my learners’ benefits.  I am now 
more determined to recognise my learners’ uniqueness and to cater for their individual needs.  I intend to 
develop the full potential of each learner as a worthy citizen of a democratic South Africa. In order to 
accomplish this, I therefore need to identify the limitations of my learners, secondly determine the 
consequences of these limitations and lastly adapt and design my teaching and learning strategies to suit 
their individual needs.  This endeavour brings me to the rationale for initiating this study, which is, ‘How 
can I influence (and facilitate) the improvement of the reading abilities of Grade 9 learners in my 
classroom?’  Before I can attempt to answer this question, I need to look at what prompted me to be so 
passionate about this particular concern. This exercise leads me to a reflection of my origins. 
 
1.2 Personal Background 
 
I firmly believe in living a purpose-driven life.  We have been placed here on earth for a specific purpose, 
not by coincidence, therefore we should live a purpose-filled life.  I am totally unique.  There is no-one else 
like me.  No one with my gifts and abilities.  No one can ever take my place.  I believe, like Barnes (1999: 
3) that positive thoughts result in positive actions which is why I always endeavour to see the invisible, 
feel the intangible, achieve the impossible and to be the hero of my own story! 
 
I was born in 1961 to a family with strong Christian values and beliefs.  God was central to my upbringing 
and the motivating factor behind everything we as a family did.  I am the third of five siblings.  Being a 
typical middle-child, I grew up to be independent, strong-willed and opinionated.  Both my parents worked 
and we were left in the care of a domestic worker for most of the day.  This turned out to be to our 
advantage as she could not speak or understand Afrikaans.  We had to communicate in English which 
helped us to become completely bilingual and very comfortable with English as our first additional 
language.  The fact that both my parents were working also created an opportunity for much leisure time 
on our hands.  This time was used well as we joined the local library, something which the primary schools 
required.  It is here where my love for books and writing commenced. 
 
My primary education during the 1960’s was characterised by total submission to authority.  I accepted 
that my educators had power over us and simply just did as I was told.   
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I can still vividly recall our 31st May Republic Day celebrations where the national flag was hoisted and all 
learners sang the national anthem without even realising that we were the oppressed in an undemocratic 
country.  We could not do better, because we did not know better!  We were not interested in politics, 
neither were our parents.  My secondary education through the 1970’s turned out to be different.  The 
education system was now in the throes of rapid transformation sparked by the Soweto Student protests 
of 1976.  We were now politically aware and very much a part of the political struggle.  During my high 
school years, education served as one of the focal areas that characterised resistance to the injustices of 
Apartheid.  When I started my teaching training, the political struggle continued.  During the 1990’s, the 
advent of change was characterised by negotiations.  The education system then entered the current 
period where transformation in education mirrored systematic initiatives, research-based programmes and 
policy-driven change (RNCS – Schools – Languages – 2003). 
 
As an educator, I was now challenged to exercise professional judgement and to operate in the interests 
of my learners.  Pollard (2005: 93) states that the teaching profession tends to attract individuals who are 
compassionate and caring.  This view is strengthened in the values contained in the South African Council 
for Educators’ Code of Conduct (SACE) with whom educators are required to register.  McNiff and 
Whitehead (2006: 23 -24) mention that action researchers choose which values they subscribe to and 
demonstrate their accountability for these chosen values.  This rings true for me as I chose to embrace 
and adopt the values contained in the South African Constitution of 1996 which basically recognise 
inclusivity, basic human rights and social justice.  These principles encapsulate my value system and 
I strive to demonstrate it in my daily encounters with my learners and other educational stakeholders. 
 
The school where I teach is situated in a poverty-stricken area in the Northern Suburbs of Port Elizabeth.  
It is a Secondary School consisting of ±1200 learners and 32 educators, with a ratio of 1:50 for lower 
grades.  The School is an Afrikaans medium school offering English as first additional language.  The 
majority of the parents of learners are either unemployed or receive a disability grant.  The school is 
literally surrounded by sub-economic houses and informal settlements.  There is rarely any parental-
involvement and the responsibility of education is left to the educator.  A public library and community 
centre are within close proximity, but the community the school serves, generally has no culture of 
reading.  It is very rare to find a family with a culture of reading.  This makes my task as an English 
teacher extremely difficult as my learners display poor reading-, vocabulary- and general knowledge skills 
due to this.  This approach makes me wonder if reading is perhaps becoming rapidly redundant?  Is it 
perhaps an activity dying a slow-death in an era of increasing technological literacy demands? 
 
This state of affairs however, is considered by me as a challenge rather than a stumbling block.  Every 
achievement of my learners, however minor, is therefore acknowledged, recognised and welcomed.   
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Teaching is my chosen profession and I intend to overcome any obstacle which may come my way.  I aim 
to use my own classroom as a laboratory and my learners as collaborators, who will help to bring about 
change in the learning and teaching process as we (the learners and I) reflect upon our daily practice 
(Hubbard and Power 2003: xiii).  This reflection begs an answer to my particular educational concern. 
 
1.3 My Educational Concern (What is my Concern?) 
 
A valuable piece of advice from McNiff and Whitehead (2006: 81) would guide me as a classroom based 
practitioner to focus on my own self-study when confronted by natural concerns flowing from my enquiry.  
These would include the following, ‘What is my concern?’, ‘Why am I concerned?’, ‘How can I show 
why I am concerned?’ What can and will I do about it?’ ‘What kind of data will I gather to show the 
situation as it unfolds?’ 
 
The fact that reading affects a learner’s performance in all learning areas, according to Flanagan and 
Mcclay – Mayers (2006: xxxii – xxxiii), made me realise just how important the skill of reading is to the 
personal development of a learner.  Hattingh and Du Bruyn (2003: 4) reiterate this statement by regarding 
reading as the most important skill that a learner must acquire at school.  I concluded that an inability to 
read, or any reading disability, most probably will affect a learner’s learning ability and academic progress. 
 
Being an extremely passionate language educator, I started to pay special attention when the Grade 9 
learners in my English First Additional Language (FAL) class failed to attain the desired Learners 
Outcomes (LO 3) and Assessment Standards (AS) pertaining to Reading and Viewing as required by 
the RNCS Grades R – 9 Curriculum (2002).  I managed to discover this obstacle when I conducted the 
routine baseline assessment according to Wallace et al. (2006), which is basically done at the beginning 
of a grade or phase to establish what learners already know and can do.   
 
When I did a further diagnostic assessment as suggested by Wallace et al. (2006), to determine the 
nature and cause of the learning barriers shortly after this, I established that most of the Grade 9 learners 
in my class experienced some form of reading disability.  This suspicion was further confirmed when most 
of my learners performed very poorly in the March Controlled Test, a basic test with fairly easy instructions 
which most of them failed to interpret or follow.  I immediately made a conscious decision to find an 
answer to my growing concern:  ‘How can I influence (and facilitate) the improvement of the reading 
abilities of the Grade 9 learners in my class?’ 
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My concern is the increasing number of learners in my Grade 9 class who fail to attain the desired Learner 
Outcomes (LO’s) and Assessment Standards (AS’s) which sometimes indirectly results in, or contributes 
to, learners becoming frustrated, displaying disruptive behaviour, becoming aggressive or simply just 
showing behavioural problems as witnessed by myself and my colleagues on a daily basis.  I have also 
discovered that learners experiencing reading disabilities in my class, generally lack confidence and 
motivation and appear to be nonchalant and disinterested towards the entire learning and teaching 
process.   
 
This state of affairs impacts negatively on the general Culture of Learning and Teaching (COLT) in my 
class which, according to Botha, Mentz, Roos, V.D. Westhuizen, (2003: 81) can be a contributing factor in 
preventing the establishment of a safe environment within which diverse activities can be effectively 
orchestrated.  My concern is, ‘How do I accommodate the learners with reading disabilities whilst 
simultaneously protecting the rights of able learners?’  After all, as an educator, I should heed the 
words of Botha et al. (2003:  60) which suggest that I should portray the role of “in loco parentis”.  This 
literally translated means, “in the place of a parent”.  I therefore ought to exercise the autonomous right to 
maintain authority by protecting the right of all learners according to the RNCS (2002).  How do I manage 
this with overcrowded classes, teaching in a language other than their home language, being in the midst 
of extreme poverty, unemployment, intellectual disabilities and behavioural problems, to name but a few?  
If I do not overcome these obstacles, I will be unable to produce the kind of learner envisaged by the 
RNCS (2002).  This is a learner who is confident and independent, literate, numerate, multi-skilled, 
compassionate and able to participate in society as a critical and active citizen.  If I do not put action 
to my plan, I will also not be the kind of educator envisaged by the RNCS (2002), which is an educator 
who is qualified, competent, dedicated and caring- also being mediators of learning, scholars and 
lifelong learners.  I am also concerned that if I do not address this issue in my classroom, I will fail to 
practise the concept of inclusivity which is one of the primary principles underpinning the RNCS (2002).  
Finally, I am concerned that if this issue is not addressed sooner rather than later, it will have a snowball 
effect which may lead to more serious problems.  A typical example I have experienced in my classroom 
is the frustration of learners at their constant inability to achieve, which may possibly lead to behavioural 
problems, violence or aggression. 
 
I am determined to make a difference in the lives of my learners.  I also hope to find answers to my 
research question, ‘How can I influence (and facilitate) the improvement of the reading abilities of 
the Grade 9 learners in my class?’  The answers will prove that action speaks louder than words.  In my 
endeavour to find possible solutions to my research problem, I aim to set myself the following objectives: 
 Understanding my ontological stance 
 Creating and understanding my own and emerging epistemologies 
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 Identifying the reading limitations of my learners 
 Determining the consequences of these reading limitations 
 Adapting and designing my learning and teaching strategies to suit my learners’ individual needs 
 
I hope to create an awareness about this particular learning barriers, improve the academic performance 
of these learners and possibly restore their self-esteem and confidence whilst understanding, reflecting 
and planning the ontological and epistemological stance in my own classroom. 
 
In order to attain these goals I have set for myself, I will have to find answers to the emerging questions 
during the course of my investigation.  My lesson planning and learning and teaching strategies should 
therefore make provision for the following developing questions: 
 Do I create equal opportunities for all my learners? 
 Do I apply the same academic standards and requirements to all my learners? 
 Do I make use of a variety of methods to create opportunities for all my learners to realise their full 
potential? 
 Do I develop and adapt my classroom activities in such a way that reading barriers are addressed 
from an early stage? 
 Do I treat all my learners fairly? 
 Do I practise in a non-discriminatory manner? 
 Do I increase participation of all learners and simultaneously minimise exclusion of some learners? 
 
A positive answer to these questions will mirror my principles of inclusion, justice and participation and 
also those of the RNCS 2002.  Where do these educational values that I embrace originate from? 
 
1.4 My Educational Values 
 
Pollard, (2005: 93) is of the opinion that the teaching profession tends to draw individuals who care and 
are compassionate about their calling, and care about the learners with whom they interact in their 
classrooms.  This statement is clearly reflected in the values contained in the South African Council for 
Educators’ Code of Conduct (SACE) with whom each new educator is expected to register.  According 
to the SACE Code of Conduct, educators are required to uphold the following conduct towards learners 
in their care: 
 Respect the dignity, beliefs and constitutional rights of learners; 
 Acknowledge the uniqueness, individuality, and specific needs of each learner, guiding and 
encouraging each to realise their full potential; 
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 Strive to enable learners to develop a set of values consistent with those upheld in the Bill of 
Rights as contained in the Constitution of South Africa; 
 Exercise authority with compassion; 
 Avoid any form of humiliation; 
 Act in a way to elicit respect from the learner; 
 Not abuse their position for personal gain; 
 Perform consistently their personal duties; 
 Recognise, where appropriate, learners as partners in education. 
 
These basic requirements should force educators to reflect on their personal sense of values, aims and 
commitments and how these factors influences what they do both inside and outside of their classroom in 
order to mirror their beliefs, according to Pollard (2005: 97). 
 
McNiff and Whitehead (2006: 23 – 24) mention that action researchers as educators often commence 
their enquiries by articulating their values and reflecting on whether they are being true to them.  They 
further argue that action researchers choose which values they subscribe to and demonstrate their 
accountability for these chosen values.  Conducting your action enquiry involves explaining what exactly 
motivates you to do things in the way you do and what you hope to achieve.  When you are aiming to 
improve your practice, you are doing it for a purpose, consistent with what you believe to be a better 
practice.  This basically involves explaining your understanding of “better”, to avoid imposing your values 
on others. 
 
Our own ontology, according to McNiff and Whitehead, (2006: 23), is how we view ourselves in relation to 
others and also the foundation values giving direction to our other values. I realised that my ontological 
commitments underpinning my action research, ‘How can I influence (and facilitate) the improvement 
of the reading abilities of the Grade 9 learners in my class?’ include the values, morals and perception 
of myself.  It also included the fact that I am guided in my daily teaching practice according to these 
personal values and commitments. 
 
I believe in and try to practise according to the values contained in the SACE Code of Conduct 
mentioned above, therefore this study is a means by which I can practise.  I am also being true to these 
values which advocate and promote democracy, social justice and fundamental human rights.  This is 
possible as I have taken ownership at the requirements of the SACE Code of Conduct and have lived by 
it since I commenced my teaching career more than two decades ago. 
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Although the focus of my enquiry will be on myself as I ask, ‘How do I improve what I am doing?’ my 
question automatically assumes that the answer will involve others’ perceptions of my influence in their 
learning.  Therefore I shall endeavour to develop inclusional methodologies aimed at nurturing respectful 
relationships between myself and my learners, recognizing our mutual uniqueness (McNiff and 
Whitehead, 2006: 25).  Drawing on the values of inclusion, justice, participation and relation, I will aim to: 
 Equalise opportunities for all learners; 
 Apply the same academic requirements and standards to all learners; 
 Make use of alternative methods to create opportunities for all learners to realise their full potential; 
 Develop and adapt activities in such a way that barriers are addressed from an early stage; 
 Treat all learners fairly; 
 Practice in a non-discriminatory manner; 
 Increase participation and minimise exclusion. 
 
My aim, as McNiff and Whitehead (2002:  17) so aptly recommend, would therefore be to understand the 
social issues in my classroom in order to transform present realities into futures which are more in tune 
with my values.  In order to understand these issues though, I needed to acquire knowledge to help me 
understand the concepts I will encounter.  This will lead to an increased epistemological awareness. 
 
1.5 Epistemologies 
 
Epistemology, accordingly to McNiff and Whitehead (2006:  26), deals with how we comprehend 
knowledge and also how we gain knowledge.  McNiff and Whitehead (2006: 6) further state that the 
epistemological assumptions underpinning action research include “I” as the object of enquiry, knowledge 
is uncertain and that knowledge creation  is a collaborative process.  When conducting my enquiry, ‘How 
can I influence (and facilitate) the improvement of the reading abilities of Grade 9 learners in my 
class?’ the focus will be on myself.  My acquired knowledge will emerge and develop as I go along.  I will 
also possibly create new knowledge and personal theories through interaction with learners in my class, 
trial and error and also collaboration with other educational stakeholders.  In the process of doing this, I 
will inevitably deal with certain concepts relating to my inquiry. 
 
1.6 Clarification of Key Concepts 
 
Whilst conducting my investigation, I will frequently refer to certain concepts such as Action Research, 
which is regarded by McNiff and Whitehead, (2006: 256) as an enquiry enabling practitioners to learn how 
they can improve their practices, individually and collectively, with the “I” being central to the investigation.   
IMPROVING THE READING ABILITIES OF GRADE 9 LEARNERS: A CLASSROOM-BASED INQUIRY                          MRS V.C. DIDLOFT 
 
 
 
REF:   AWARD M. ED FROM NMMU:  NOVEMBER 2008                   11 
I aim to improve my practice in my own classroom, therefore the focus will be on the ‘I” in collaboration 
with other role-players such as learners and colleagues who will act as my experimental subjects and 
critical friends respectively. 
 
Another important concept will be inclusivity.  This, according to the RNCS (2002), is a concept which 
allows all learners to develop to their full potential, provided they receive the necessary support.  I aim to 
adopt the Asset-based Approach of Ebersohn (2003: 9).  She advocates a focus on the good and not 
what is wrong.  When I apply this approach to my classroom practice, I will fully utilise inclusivity in my 
teaching and learning strategies.    
 
This basically entails tapping into learners’ own potential and making them feel valued which seems 
appropriate and a logical choice for my investigation, ‘How can I influence (and facilitate) the 
improvement of the reading abilities of Grade 9 learners in my class?’ 
 
Lastly, I will also be focussing on the concept Learning Barriers, that is defined by Goodman, Mthembu, 
Paetzold and Pienaar, (2006: xiv) as anything that makes it difficult for the child to learn in any given 
classroom situation.  In searching for an answer to my research question, ‘How can I influence (and 
facilitate) the improvement of the reading abilities of Grade 9 learners in my class?’ I will need to 
identify reasons for reading disabilities in order to improve reading abilities, so this concept will be the 
starting point of my investigation.  I will, however, use other concepts as I go along, but the 
aforementioned three will be essential to my inquiry.  This inquiry will enable me to become an agent of 
change in my classroom practice. 
 
1.7 Facilitating Change in my Practice (What Can I Do?) 
 
Kincheloe (1991: 24) views change as the fundamental aim of a critical research practitioner.  Giroux 
(1986: 84-105) refines this idea with the introduction of the ‘transformative intellectual’.  He claims that 
transformative intellectuals treat learners an active agents, regard knowledge as problematic, use 
dialogical methods of instruction and seek to make learning a process where self-comprehension and 
emancipation become possible.  He then interprets this to signify that transformative educators grant 
learners the opportunity to become citizens who possess the knowledge and courage to take seriously the 
need to make despair unconvincing and hope practical.  In line with these arguments, I need to instil hope 
in my learners who do not believe in themselves.  I also need to bring about change to influence and 
facilitate the improvement of my learners’ reading abilities. 
 
IMPROVING THE READING ABILITIES OF GRADE 9 LEARNERS: A CLASSROOM-BASED INQUIRY                          MRS V.C. DIDLOFT 
 
 
 
REF:   AWARD M. ED FROM NMMU:  NOVEMBER 2008                   12 
Mills, (2003: 41) argues that an area of focus identifies the rationale of your inquiry.  Bearing in mind that 
the purpose of my study is to influence (and facilitate) improvement in my practice in order to improve 
the reading abilities of my learners, my main focus will be on the learning and teaching strategies in my 
classroom representing the variables of my study which will be subject to change.  If it is clear what I will 
be examining, it will be easy to determine how I will recognise relevant information in my data collection 
when I encounter it during my enquiry in my classroom. 
 
There will also be less confusion when I communicate with my action research collaborators about the 
purpose of my study, ‘How can I influence (and facilitate) the improvement of the reading abilities of 
the Grade 9 learners in my class?’ McNiff and Whitehead (2006: 81) point out that asking such a 
question implies searching for possible solutions or options to implement action with intent. 
 
Stringer (2004: 153) elaborates on this by remarking that solutions to the research problems sometimes 
emerge spontaneously as individuals see clearly what procedures they need to follow toward resolution of 
the issue they are studying.  Often, however, careful planning is required to ensure successful resolution 
of the problem under investigation.  Establishing an action agenda by implementing a change, adopting an 
action reflection cycle and facilitating improvement in my practice and reading abilities of my learners will 
definitely provide answers to my questions, ‘What can I do?’, ‘What will I do about it?’ and ‘How can I 
influence (and facilitate) the improvement of the reading abilities of the Grade 9 learners in my 
class?’  In order to answer these questions, I needed to find a theoretical framework within which to 
situate my inquiry. 
 
1.8 Theoretical Context 
 
Gutek, (2004: 2) mentions that educators will be faced with persistent and significant questions throughout 
the course of their careers.  They are bound to search for answers to: 
 ‘What do I do as an educator?’ 
 ‘Why did I become and why do I remain an educator?’ 
 ‘What am I doing as an educator and do I make a difference?’ 
 ‘How do my actions and behaviour as an educator affect my learners?’ 
 ‘What is the meaning and purpose of educating another individual?’ 
 ‘What do I teach and why do I teach it?’ 
 
These questions serve as points of departure to educators’ significant concerns and cannot be answered 
lightly or hastily.  Just as our journey through life is a work in progress and one of a growing perspective 
into our relationships with others, our theory of education challenges us to develop and discover our own 
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emerging answers to these questions (Gutek, 2004: 2).  John Dewey (1963: 82 – 85) contends that theory 
arises from experience.  It is therefore logical to conclude that this involves a process of educators 
reflecting on their practices, generalising from experience and creating learning and teaching strategies. 
 
Why study theory and why theorise?  Gutek (2004: 255) explains that although educators may find 
themselves in constantly changing situations, each situation is unique, but has commonalities.  The 
recognition and grouping together of these common elements form the basis of theorising.   
 
If, for example I reflect on my practice and observe a common trend in my classroom, like Grade nine 
learners struggling to complete a speed-reading test within the required time, I can formulate the 
generalisation that my Grade nine learners are slow readers.  This theory is then the basis of my theory of 
teaching and the theoretical underpinning which forms the foundation of my teaching methods. 
 
Gutek (2004: 316 – 317) further maintains that for Critical Theorists, such as action researchers, the 
challenge of educational theory is to revisit the aim of education in terms accurately describing social 
reality as they view their challenge as not engaging in mere academic exercises, but using theory to bring 
about social change.  It is also important to note that they see values as resulting from informed public 
discourse and from putting equity and equality into practice.  In addition to this, they also seek to raise the 
consciousness of the marginalised groups in order to provide the tools necessary for their own 
empowerment.  As my aim is to address the issues of social injustice, discrimination and inclusivity, I 
decided that this particular theory of education would fit perfectly within my investigation.  The learners in 
my class are all from previously disadvantaged backgrounds, have limited or poor reading skills and 
suffered from lack of confidence and low self-esteems.  This becomes evident during oral discussions, 
reading activities and one-on-one interviews which I will discuss later when I tackle the issue of data-
collection. 
 
In the light of the above-mentioned discussion, I have intentionally chosen theorists who encapsulate or 
mirror my own value and belief system and on whose beliefs I would base my own study.  The first such 
theorists are Ebersohn and Eloff (2003: 9) who advocate an asset-based approach which is basically a 
positive psychological approach focussing on the positive well-being of individuals – a focus on what is 
good and not what is wrong!   
 
By focussing on the good, individuals discover their own potential, feel valued, and powerful and also 
connected to everyone around them.  Every individual possesses a unique combination of assets and 
abilities, but it needs to be recognised before they can contribute to society and live effectively.  I embrace 
this particular theory as most of my learners constantly need to be reminded that they have something to 
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contribute, irrespective of whether it may be caring-, adaptability-, problem solving-, influential-, 
observation- or leadership skills.  My challenge is to assure my learners that everyone has assets, to 
recognise each individual’s asset and to influence them to utilise it to help them discover their own 
potential so that they may feel valued, empowered and connected to everyone around them.  How will I 
achieve it in my reading class?   
 
I will, with group work, identify a leader, an observer, a motivator, a good listener, etcetera to pool their 
assets in order to reach their outcomes!  This asset-based approach will reflect my own value system as it 
will help me to recognise my learners’ uniqueness, restore their self-worth, acknowledge their human 
dignity and make provision for inclusivity. 
 
The second education theorist on whose theory my study is based, is Paulo Freire who, in his book The 
Pedagogy of the Oppressed (1993: 29 – 39) called for education that would elevate people’s 
consciousness about the reality of their economic and social conditions and encourage them to 
orchestrate their own empowerment.  He was especially concerned about helping the impoverished to 
become literate to enable them to better comprehend their situation and the causes of their exploitation.  
Stevens and Wood (1992: 5, 78) just like Freire, regard equal educational opportunity as a prerequisite for 
equality.  They argue that it is our treatment of others that define us and also define the values we claim to 
stand for. 
 
In their book, A Pedagogy for Liberation, Ira Shor and Paulo Freire (1987) mention that success is only 
possible if the educator creates a situation where learners feel comfortable to open up and express what 
they are authentically feeling.  They state, however, that in order to accomplish such openness, educators 
need to exercise restraint and avoid monopolisation of classroom conversation in order to encourage 
learner participation and conversations which will reveal their consciousness.  This will give educators 
valuable insights into learners’ cognitive levels.  Shor and Freire (1987) further advise that educator-
researchers not be submissive to the curriculum, but be resistant to its demands.  Educators should 
examine the goals of the curriculum and ask themselves if it reflects their own goals and those of the 
learners and the school.  The curriculum should be based on democratic principles and ultimately lead to 
improvement. 
 
These theorists’ strong belief that education should lead to consciousness raising, improvement and self-
determination encouraged me to use education as a form of intervention to bring about change in my 
classroom.  I realise that I cannot be disinterested, unbiased or unconscious of my own ontology as my 
inherent values and belief system demand that I, as educator, stand up for what is right and become a 
defender of democracy as the South African Constitution requires of me and all other authoritarians.  I 
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therefore aim to raise the level of my learners’ consciousness and self-determination by incorporating a 
belief and value system which reflect my own and that of the South African Constitution into my daily 
teachings.  My teaching will be action-orientated and directed towards shaping learners who are confident, 
independent, literate and compassionate! 
 
The third education theorist who influences my study is John Dewey (1903: 193 – 204) who promoted 
democracy in schools.  He basically defined democracy as emancipating the mind for independent 
effectiveness.  This implies freedom of thought which eventually leads to freedom of action.  Schmuck, 
(1997: ix) strengthens Dewey’s view when he states that educators participating in practitioner-research 
actually provide a point of departure for democracy in the classroom as learners are given voices, 
because they are listened to.  Lewin (1948) reiterates these views further when he promotes the value of 
human interdependence through democratic participation.   Where does the school in general and my 
classroom in particular fit into this school of thought that Dewey, Schmuck and Lewin advocate?  For 
democracy in education to come to its right, the educator has to, through methods of instruction, initiate 
activities which will encourage freedom of expression and embrace individuality.  The learners in my class 
can only benefit from such an exercise as it will prepare them to take their rightful place in a society which 
will expect them to be independent, confident, multi-skilled and able to participate in society as a critical 
and active citizen (RNCS – 2002).  In my quest to find answers to ‘How can I influence (and facilitate) 
the improvement of the reading abilities of the Grade 9 learners in my class?’ I hope to incorporate 
all the previously-mentioned theories into my classroom-based inquiry.  It will be logical as it underpins my 
own study and reflects my own belief and value system. 
 
My view of incorporating democracy in my teaching is mirrored by Kincheloe (1991: viii) who encourages 
classroom-practitioners to engage in notions which help them control their own destinies.  This may serve 
as a point of departure for a democratic reorganisation of the modus operandi in the classrooms initially 
and much later, when it becomes policy, of the school.  This democratic reconceptualisation of education 
embraces a vision which gives serious consideration to social justice, equality and basic human rights.   
 
Hopefully it will also induce educators to verbalise their discontent with their own ontology and to act on 
such articulation.  Embracing hope in this era of cynicism is truly a revolutionary act, but as long as 
educators are able to formulate visions, possibility persists.  My own sense of possibility is inspired by the 
knowledge that I can make a difference.  If I cannot transform the world and make a claim to knowledge to 
the world, then I can at least make a claim to knowledge in my own classroom by changing my own 
mindset and that of my learners.  After all, the journey of a thousand miles begins with one tiny step!  The 
first step would be down the road of Action Research. 
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1.9 Action Research as Methodology 
 
Mills, (2003: 10) holds the view that Action Research actually encourages educators to be life-long 
learners in their classrooms and in their practice.  He is of the opinion that it provides educators with the 
opportunity to set an example to their learners to demonstrate how knowledge is created.  
He further states that action research is also about incorporating into the daily routine a reflective stance 
and the willingness to critically observe one’s own practice in order to improve it.  
It is about a commitment to strive towards an ideal situation, like finding solutions to a problem such as, 
‘How can I influence (and facilitate) the improvement of the reading abilities of the Grade 9 learners 
in my class?’ and endeavouring to improve or overcome any reading disability learners may encounter. 
 
If, according to Frost (2003: 25), Action Research contributes so significantly to the professional code of 
conduct of educators, encouraging them to examine their practices, reflecting on the actions of their 
learners and validating and challenging existing practices which empower them to: 
 Make informed decisions about what to reform; 
 Create new knowledge; 
 Learn to form their own practices; 
 Ask questions and systematically find possible solutions; 
then surely this approach is most suitable to my quest in finding solutions to my research question, ‘How 
can I influence (and facilitate) the improvement of the reading abilities of the Grade 9 learners in 
my class? 
 
Stringer (2004: 35) strengthens my belief that Action Research is a logical choice when he concludes 
that action research encapsulates a set of social principles that are both democratic and ethical, aiming to 
engage processes of inquiry that are democratic, participatory and empowering, which is why it is perfect 
for addressing my research problem, ‘How can I influence (and facilitate) the improvement of the 
reading abilities of the Grade 9 learners in my class?’ as it will provide the possible solutions I search 
for whilst simultaneously: 
 Aiming to improve my workplace practice through improving learning; 
 Aiming to promote continuous democratic evaluation of learning and practices and 
 Aiming to create good social orders by influencing the education with social intent.  (McNiff and 
Whitehead 2006: 32) 
As I believe in, and practice according to values advocating and promoting democracy, social justice and 
fundamental human rights, Action Research as methodology perfectly fits in with how I will conduct my 
study as it is representative of my value- and belief- system.  This methodology entails, amongst many 
other aspects, an evaluation of pedagogical intervention. 
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1.10 Evaluation of Pedagogical Intervention 
 
My research question, ‘How can I influence (and facilitate) the improvement of the reading abilities 
of the Grade 9 learners in my class? is grounded in values of justice, equality, freedom and respect for 
basic human rights.  This is why I chose action research that concerns itself with developing social justice, 
according to McNiff and Whitehead (2006: 69).  So evaluation in action research needs to demonstrate 
democratic values which immediately raises questions such as: 
 Who evaluates? 
 What is evaluated? 
 How is it evaluated? 
 
McNiff and Whitehead (2006: 70) maintain that, due to the underpinning values of justice and democracy, 
practitioners are able to make their own voices heard about who should evaluate as well as on whose 
terms it should be done.  This basically requires accountability, transparency and competence. 
 
It becomes apparent that evaluation entails the demonstration of the practitioners’ claims about the validity 
of the work as well as the validity of the practitioners’ claims that they are capable of doing the work 
(McNiff and Whitehead 2006: 71). 
 
In order to challenge a pedagogical context that is grounded in propositional knowledge, I aim to articulate 
my values and demonstrate through my learning and teaching practice how I am prepared to live by my 
values in my practice.  The validation of my theory of social justice and democracy will depend on my 
ability to show that these values are being lived out in my practice as educator and researcher.  My 
teaching and learning strategies will focus on adapting the existing RNCS (2002) policy to accommodate 
all learners and address learning difficulties I may experience in my classroom.  McNiff and Whitehead 
(2006: 73) are convinced  that an individual’s ontological values give life meaning and purpose as they are 
an integral part of a person, a statement with which I fully agree and live by. 
 
I am an action researcher aiming to find solutions to my research question, ‘How can I influence (and 
facilitate) the improvement of the reading abilities of the Grade 9 learners in my class?’ I believe in 
the values of justice, freedom, democracy and inclusivity and am totally committed to transform these 
values into my pedagogical classroom practices by recognising each individual’s intellectual capacity and 
accommodating and acknowledging diversity.  By adopting processes of a reflective pedagogical 
approach, I hope to support a shift from routine actions rooted in common-sense cognition to reflective 
action.  How do I manage to do this?  By adapting or changing my existing practice. 
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1.11 Modification of my Practice 
 
Aiming to improve my practice will involve cyclical reflection which will serve as the foundation for the 
evolving, emerging and developing generation of my own theories of practice.  Whitehead, (as cited by 
McNiff and Whitehead 2006: 240) agrees with this stance when he argues that the need for a new 
epistemology would involve practitioners examining their own practices as the grounds for the generation 
of their own theories of practice.   
 
They reason that they would offer their ideas about what they know and how they have learned it.  They 
would also put their ideas to the test both of others’ opinions and of how well their initial theories tested 
against the exigencies of new practices, implying that theory is not necessarily static, but embodied 
through living theory.  Schon, (as cited by McNiff and Whitehead 2006: 240), held the opinion that the 
development of a new epistemology would form part of the development of a new scholarship where 
practices will focus on social justice, democracy and inclusion rather than on the traditional scholarship. 
 
In my endeavour to answer my question, ‘How can I influence (and facilitate) the improvement of the 
reading abilities of the Grade 9 learners in my class?’ I shall be making my own contribution to a new 
scholarship by heeding to the advice of Sachs, (as cited by Whitehead and McNiff 2006: 158 – 159), 
which suggests that practitioners need to become educational activists if they desire to take control of their 
own professions and shouldn’t allow others to impose on them rules and values contradictory to their own.   
 
Sachs further states that an activist needs to employ good practices which are informed by a theoretical 
base.  In the case of activist professionals who wish to realise their humanitarian educational values in 
their practices, this implies the generation of theory from within the practice.  So, by aiming to demonstrate 
how my theory will be grounded in my practice, I will compare my own theory to theories from the 
traditional disciplines of education. 
 
McNiff and Whitehead (2006: 241) warn though that new epistemologies could reshape our own cognition 
and also that it would possibly involve conflict with those who still subscribe to the old epistemologies.  In 
the light of this, I should therefore prepare myself to face a battle against those in favour of the old order.  I 
should therefore not view modification of my practice as developing new cultures, according to McNiff and 
Whitehead (2006: 241).  It should rather be seen as influencing people to think and act in ways that will 
accept that seeing the other person’s viewpoint is a prerequisite of successful and sustainable social 
growth.  This viewpoint should be validated though before claiming legitimacy and credibility (Whitehead 
and McNiff, 2006: 98). 
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1.12 Validation of my Account of Learning 
 
Whitehead and McNiff (2006: 97) point out that, as action researchers, our new ideas are constantly 
developed from within our practices, and tested against and integrated into new practices.  In the process 
of testing our evidence as the foundation for our provisional claims to epistemologies, we are able to show 
that any conclusions we draw are reasonably fair and accurate. 
 
Validity, according to Whitehead and McNiff (2006: 97), entails establishing the trustworthiness of a claim 
to knowledge.  Claims thus made by practitioners which are grounded in their practice, are therefore 
automatically also claims made about the validity of their scholarship, and about their own authority as 
practitioner researchers.  If, for example during the course of my research journey, I may say, ‘I know that 
my practice has improved’, I will firstly be claiming that I am justified by articulating an improvement, 
because of my authenticated evidence to prove it and secondly, I will be claiming that I am authorised to 
make such a claim, due to the fact that I can show how I ground my case in the authority of my own 
classroom practice.   
 
In presenting my case, I shall therefore be appealing to other educational role-players to agree that my 
claim is justified, and that my wish for my own authority to be approved is also justified, requiring a 
process following the establishing of validity which is the establishing of legitimacy (Whitehead and McNiff, 
2006: 98). 
 
In practice, I aim to examine how the influence and relevance of social justice have impacted on the 
educational opportunities of learners experiencing difficulties in reading.  I plan to draw on my embodied 
values of social justice, equality and inclusivity to provide the standards of judgement against which to test 
the validity of my claim to improve my educational practice and the improvement of the reading abilities 
of my learners.  Through the engagement of emancipatory learning and teaching strategies, I hope to 
level the playing fields for learners with learning disabilities such as poor reading skills.  I also hope to 
produce evidence to support my claim by providing signed and dated data such as diary entries and 
special comments.  The evidence will develop or emerge as part of a process as I embark on and 
undertake my research journey in my classroom. 
 
In order to produce authenticated evidence, I will follow the advice of McNiff and Whitehead (2006: 158), 
who state that establishing the validity of the claim to knowledge requires inviting critical friends or 
validation groups to critique and evaluate data and evidence and also claims to knowledge.  This implies 
preparing a case for why others should be persuaded in believing and acknowledging the significance, 
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credibility and legitimacy of my research.  Following this, ethical measures need to be taken in order to 
protect the rights of all roleplayers. 
 
1.13 Ethical Measures 
 
When aiming to find an answer to my research question ‘How can I influence (and facilitate) the 
improvement of the reading abilities of the Grade 9 learners in my class?’  I will be engaging in a 
self-study of my own learning which under normal circumstances do not require anyone’s permission, but 
because I will be needing feedback from my research participants, colleagues and interested observers, to 
support my claims to knowledge and also to act as validators, I will have to get ethical clearance before 
commencing my studies, simply because participants are human beings and not objects of study and their 
human rights should be acknowledged by me as researcher (McNiff and Whitehead, 2005: 10). 
 
McNiff and Whitehead (2005: 34) state that ethical clearance is an essential part of the research, because 
it involves other people as participants and possible sources of data.  Issues of ethics basically fall into 
three broad categories: 
 Negotiating access – this process requires getting written permission. 
 Protecting your participants – assuring your own credibility by providing confidentiality and 
anonymity if needed. 
 Assuring good faith – maintaining a reputation for good practice and personal integrity by 
keeping promises and demonstrating courtesy and respect for others at all times. 
 
Once ethical measures have been followed, it is necessary to consider the significance of initiating the 
research. 
 
1.14 Significance of my Research 
 
In aiming to answer the question, ‘How can I influence (and facilitate) the improvement of the reading 
abilities of the Grade 9 learners in my class?’ I need to address my own professional concerns about 
the disregard of the values of education as emancipatory and the recognition or acknowledgement of the 
uniqueness of learners as individuals as currently experienced by myself and my colleagues in our 
practices in spite of the requirements of the basic principles underpinning the RNCS (2002). I hope to 
develop a theory of learning differences through cyclical, reflective teaching approaches as advised by 
McNiff and Whitehead (2006: 37).  In seeking to encourage the development of a more just society within 
which every individual can reach their maximum potential, I hope to create a living theory through the 
development of an emancipatory theory of learning difference.  By integrating my ontological, spiritual and 
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ethical values within practice-based knowledge, I will possibly improve my own professional learning whilst 
simultaneously developing new ways of enabling learning and teaching for learners with learning 
disabilities.  I also hope to encourage social justice for learners with learning disabilities by possibly 
contributing to a new epistemology for a new scholarship and motivating other educators to find new ways 
of learning and teaching which could also contribute to their professional development.   
 
In conclusion, I hope that by articulating or giving voice to my moral and ethical judgements, concerns and 
values, I will come to understand better and change and grow professionally, because I have possibly 
established a supportive educational environment where my vision will become my reality. 
 
The significance of my work in terms of improving the reading abilities of my learners will be the 
development of my theory that teaching reading skills is about how children learn and are taught, rather 
than what they learn and are taught.  By implementing my own learning and teaching strategies in this 
regard, I hope to concentrate on learning strategies rather than lesson content when teaching reading 
skills, which will hopefully lead to developing my own theory in practice, which basically acknowledges the 
uniqueness of the individual and enabling each one to reach his/her maximum potential.  I believe that the 
full significance of my work is not a final phase, but rather a gradual process of development which 
commenced with my study. 
 
1.15 Conclusion 
 
Developing a comprehension of the individuals in our classes as learners requires that a reflective 
educator should empathize with what it is like to be a ‘learner’ at school as well as develop personal 
knowledge of, and rapport with, individual learners.  This is a foundation of establishing good relationships 
and an atmosphere conducive to learning in our classrooms.  It is also really vital in maintaining inclusion 
which is particularly important when the pressure for ‘reaching outcomes’ is increasing.  Learners 
experiencing reading difficulties can feel left out or behind in such circumstances, but a good educator will 
find ways of including such learners and restoring their worth.   
 
The process of reflecting on my aims and commitments as educator should assist me in developing a 
realistic personal perspective and also enable me to take cognisance of my learners’ needs when 
planning my reading activities!  (Andrew Pollard, 2005: 101 – 114).  Ultimately, educators should regard 
the skill of reading as the most important tool. It is considered by many educators to be the gateway to all 
other knowledge. 
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Being aware of this, I aim to tirelessly work towards finding solutions to my research problem, ‘How can I 
influence (and facilitate) the improvement of the reading abilities of the Grade 9 learners in my 
class?  The only reward I desire is bringing about a positive change in the attitude of my learners towards 
their own reading abilities.  Any other emerging solutions would be considered a bonus.  After all, nothing 
can be more gratifying than knowing you were instrumental and have made a difference or added to the 
self-worth and value of fellow human-beings.  It is a blessing granted by God to a chosen few individuals 
of whom I will be one!  This is a great responsibility, but a challenge I am eagerly accepting. 
 
Further epistemologies regarding my topic will hopefully emerge in Chapter 2 where I will deal with 
literature concerning Reading, Reading Difficulties, Reading Skills and other appropriate concerns.  So 
join me when I embark on this journey through known and unknown territory.  I am sure you will at least 
learn a few useful reading lessons along the way! 
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CHAPTER TWO:  WHY AM I CONCERNED? 
 
2 INTRODUCTION AND BACKGROUND 
 
Living in an era when schools and learners are being bombarded with negativity and social dilemmas, I 
feel even more determined and committed to make a difference, if not to the world, then at least to the 
learners placed in my care.  Amidst the abundance of moral decay and challenges, I am dedicated to 
contribute, inspire, motivate, praise, search for and capitalise on the good in my learners.  Convey (2006: 
viii) so aptly mirrors my approach to life when he points out that our most important work is always ahead 
of us, not behind us and if we “live life in crescendo”, it will result in a persisting desire to stretch ourselves 
in new directions, searching for worthy ways to make a difference.  He is convinced that minor 
accomplishments are deserving of higher honour and even more respect as it generally escapes the 
headlines, unlike heroic deeds or major acts of ‘greatness’.  Such small unmentionable deeds have 
nothing to do with wealth, fame, prestige, or position and are known as ‘everyday greatness’.  It portrays 
more about who an individual is than what the person has and represents the goodness rather than the 
title or business card.  This humble description of any positive contribution towards society is what drives 
me to practise, in my classroom and also in my everyday living, according to my inherent values (McNiff 
and Whitehead, 2005: 47). 
 
My values, as mentioned in Chapter One, are based on the principles underpinning the RNCS (2003: 5), 
which are giving recognition to social justice, inclusivity and human rights.  The RNCS (2003: 6) 
describes social justice as an individual’s responsibility to care for others to the common good of society.  
It serves to remind us that the needs of everyone should be met and that all should have equal opportunity 
to improve their living conditions.  As a caring, compassionate educator, I am challenged to ensure that all 
learners do not suffer any social injustices.  Freire (1993: 14) states clearly that an individual’s ontological 
calling should drive him / her to act upon and transform his / her world, and in so doing proceed toward 
even new possibilities of a fuller and richer life individually and collectively.   
 
I have made an important discovery – education can either function as a means to facilitate conformity to 
the current system or it can become an emancipatory tool, an instrument by which educators can deal 
critically with reality and discover how to participate in the transformation within their own classrooms.  As 
an educator who views my profession as a calling rather than a job, I have decided that the latter applies 
to me as it acts as one of the living standards of my practice. 
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The principle of human rights according to the RNCS (2003: 6) will be addressed in my everyday practice 
when I heed the advice of Ebersohn and Eloff (2003: 9) who basically place emphasis on recognizing and 
utilising the unique assets and abilities of each individual in order to lead to effective living.  As an 
educator, it is my duty to demonstrate to my learners how to use their God-given capacities, expressing 
their abilities and sharing their gifts.  By doing this, I will help them to feel valued, empower them and 
make them worthy members of society.  This can be practised to some extent in my reading class when I 
use learners of varying degrees of abilities to assist the weaker ones. 
 
The RNCS (2003: 6) further contends that inclusivity deals with various social justice- and human rights 
issues whilst simultaneously tapping into the rich diversity of our learners for effective and meaningful 
functioning.  I am therefore encouraged to create, in my classroom, a practice that ensures the full 
participation of all, irrespective of culture, race, ability, language or background.  I intend accommodating 
all my learners as each individual comes with their own experiences, interests, strengths and weaknesses! 
If, in the process, their thoughts are emancipated, their assets illuminated and they engineer their own 
improvement, then I have managed to succeed in allowing my values to influence change in my 
classroom.  This leads me to the rationale for undertaking this study, which is, Why am I concerned? 
 
2.1 Why am I Concerned? 
 
I am concerned because most of my Grade 9 learners are struggling to read.  I am therefore hoping to find 
possible solutions to my growing concern, ‘How can I influence (and facilitate) the improvement of the 
reading, abilities of Grade 9 learners in my classroom?’  This compelled me to follow the example of 
Pollard (2005: 5) who resolved his classroom-based dilemmas by initiating a reflective, evidence-informed 
classroom practice.  I decided to combine this method of investigation with that of McNiff and Whitehead 
(2002) and others who encourage educators to engage in reflective, cyclic classroom practices. 
 
I then made a concerted effort to reflect on my own ontology.  This resulted in deliberate intro-and 
retrospection of my educational journey.  I have been an English educator for more than two decades.  I 
needed to determine if I had made any difference or contribution to education in general or my school in 
particular.  This exercise resulted in the formulation of self-inquiring questions such as:   
 Have I achieved what I initially set out to achieve? 
 Did I somehow manage to contribute to any new epistemologies concerning my subject? 
 Are the learners still experiencing the same reading difficulties they did as when I entered into the 
profession? 
 Did my learners learn in the way I have taught them over these two decades? (McDonagh, 2000) 
 Did my teaching bring about any improvement? and 
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 Did my teaching mirror my values, beliefs and principles? 
 
This educational journey down memory lane led me to a startling discovery so obvious, yet so 
shamelessly ignored and unattended.  I realised that after two decades, I have allowed myself not only to 
become too complacent, but also quite comfortable in my comfort-zone.  The shocking realisation that the 
answers to most of my afore-mentioned questions were negative, forced me to take action.  This new 
insight prompted me to embark on a journey of self-discovery.  This journey commenced in my own 
classroom.  I asked myself: “What was the most common problem I have encountered in more than two 
decades of teaching?”  I immediately identified inadequate reading skills as the origin of many other 
dilemmas my colleagues and I faced on a daily basis.  The situation in my classroom was that the majority 
of my learners were either reading too slowly, too fast, lacked comprehension or had a limited vocabulary.  
This automatically led to negative attitudes towards reading, lack of general knowledge, poor self-esteem 
and a general attitude of nonchalance. 
 
When I commenced my investigation, I could not comprehend how learners ended up in the Senior Phase 
with inadequate reading skills.  I merely assumed that learners coming through the Foundation- and 
Intermediate Phase do so equipped with the required reading skills.  I could not have been more wrong!  
My own situation has proven the opposite.  It is possible to be promoted or dragged from one grade to the 
next with inadequate reading skills?  But how is this possible?  When I studied the NCS Grades R–9 
(General) Guidelines on Languages 2007, I discovered how learners with inadequate reading skills can 
slip through the system.  Reading and viewing as a component comprises only a very small percentage of 
the required total.  To be exact, only 6.6%, a mere 20 out of 300 marks are allocated to reading. 
 
What other factors caused the reading difficulties I encounter in my class?  Engelbrecht and Green (2001:  
102) attribute adolescence as a contributory factor.  Most learners in the Senior Phase are adolescents.  
The aforementioned authors regard this period as a difficult and complex phase filled with insecurities.  
They further point out that adolescents tend to attach much greater value to the opinion of their peers than 
to that of adults.  I concluded that it is for this reason that my struggling readers are reluctant to read aloud 
in class.  They would rather face my wrath than be ridiculed by their peers.  Hattingh and Du Bruyn (2003: 
8) mention that educators should also consider home circumstances and the school situation as 
contributing factors.  Disinterested or uninvolved parents and a lack of resources or a poor print 
environment can worsen an already bad situation.  What do I do about this situation? 
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Taking all these factors into consideration, I anticipate an uphill battle in my quest for solutions to this 
rather complicated and largely unrecognised problem.  Being guided in my daily teaching practice by my 
personal values promoting democracy, social justice and human rights, I made a mental decision to 
accept this challenge.  I aim to introduce and develop inclusional methodologies to nurture respectful 
relationships between myself and my learners.  By adopting this approach, I shall recognise our mutual 
uniqueness and practise democracy and social justice.  This stance allows me to adhere to the basic 
requirements as set out in the RNCS Grades R-9 (Schools) Policy of 2002. 
 
I aim to achieve all this by finding answers to my research problem, ‘How can I influence (and facilitate 
the improvement of the reading abilities of the Grade Nine learners in my classroom?’  Hopefully I 
will, at the end of my research journey also be able to positively reply to my self-inquiring questions I 
posed at the beginning of this chapter.  I hope to improve my practice, create new knowledge, teach the 
way my learners learn (McDonagh, 2000: 8) and become a living theory.  This is my journey, the 
destination is still unknown, but the possibilities are endless.  Eichhorst (2000: 12) so aptly echo my 
sentiments when she says that achieving your goals or making your dreams a reality is hard work.  If you 
want something badly enough, you have to be prepared to work for it.  Without worthy goals to strive for 
there would be no sense of achievement and joy in our accomplishments.  Many of us never fully realise 
our potential until we drive ourselves towards a goal, refusing to quit and eventually beating the odds and 
accomplishing what was once only a distant dream.  So improving the reading abilities of the Grade 
Nine learners in my classroom is what I am going to achieve.  Join me on this difficult, but exciting 
reading journey and I will show you how!  To attain this, I need to explain what reading is about, hence my 
next topic, ‘What is reading?’ 
 
2.2 What is Reading? 
 
It is necessary for language educators to fully comprehend the concept of reading before they can 
effectively address reading difficulties.  Bazerman (1994: 4) suitably defines reading as many skills 
working together and building on one another.  He argues that each time one skill is improved, the others 
are reinforced.  I discovered this when I noticed that when the vocabulary of my learners improved, so did 
their comprehension.  When their comprehension skills improved, their inferring, imaging, dictionary and 
other skills also improved. Friedman and Rowls (1980: 66) reiterate this view when they state that reading 
is the successful application of all existing reading skills.  They explain that the absence of one skill 
negatively influences the others.  During the reading process, the reader is required to extract meaning 
from the printed symbols.  Each word or word combination contains clues that assist the reader to infer 
meaning.   
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If readers possess the adequate skill in word recognition, then they can effectively use the clues to help 
them make meaning.  If they, however, do not possess adequate skill in word recognition, the available 
clues are of little use to help them make meaning. 
 
I totally agree with these authors as I experience what is described by McNiff and Whitehead (2002) as a 
living practice.  The learners in my classroom, who read word-for-word, possess a poor or limited 
vocabulary.  This results in a failure to show comprehension and an inability to infer meaning or follow 
basic instructions.  Starrett (2007: 7) however, takes the definition of reading a step further when he states 
that reading is actually decoding, a process of making sounds from letters.  He sees spelling as encoding, 
a process of making letters from sounds.  Writing is thus the decoding of sounds processed into the 
written word.  Each process strengthens the other.  It makes sense therefore to argue that presenting 
phonics in the context of spelling and writing not only reinforces the skills, but also adds more variety.  
This implies that phonics is not only about reading, but also involves spelling and writing. 
 
Flynn and Stainthorp (2006:  42-43) add a different dimension to reading being a product of decoding and 
comprehension.  They view decoding as a separate cognitive process, because it also involves translating 
visual stimuli into language.  This suggests that in order to comprehend, the reader should translate 
accurately or run the risk of misinterpreting the writer’s intentions.  If, for example, learners read a recipe 
inaccurately, the recipe will flop due to inaccurate translation or word recognition.  Cullingford (2001: 1) 
strengthens this argument when he says that reading exhibits the complexity of the learning process.  This 
is basically regarded as the translation of ideas into action, using action to create ideas.  It also entails the 
realisation that clues can be interpreted in a variety of ways.  We as educators therefore need to 
understand what the reading process entails in order to give the necessary clues that will simplify the art 
of reading. 
 
There are still many more interpretations of what reading actually is.  What is really important though, is to 
remember that an effective reader should be equipped with a variety of reading skills and strategies.  
Shearer and Homan (1994: 2) reason that it will assist learners in successfully gaining meaning from text.  
I see reading as a means of gaining knowledge and regard it as the most important skill that a learner 
must acquire at school.  After all, one must learn to read in order to be able to read to learn.  This brings 
us to the next stop on our journey of discovery, which is, ‘What is the purpose of reading?’ 
 
 
 
 
 
IMPROVING THE READING ABILITIES OF GRADE 9 LEARNERS: A CLASSROOM-BASED INQUIRY                          MRS V.C. DIDLOFT 
 
 
 
REF:   AWARD M. ED FROM NMMU:  NOVEMBER 2008                   28 
2.3 What is the Purpose of Reading? 
 
Wolmarans and Jarman (2006: 136) are of the opinion that we always seem to have a purpose for 
engaging in a reading activity.  The reading purposes may vary from relaxation, to finding information, or 
even for study purposes.  Whatever our purpose, it has a direct influence on the reading skill we need to 
employ.  When we read for relaxation, we employ speed-reading as we do not need to remember the 
details.  When we want to find information (in a telephone-directory or index), we employ scanning as we 
are looking for something specific.  If we are reading for study purposes, we need to have comprehension 
skills as details have to be recalled.  We basically need to ask ourselves, ‘Why do I have to read this?’  
The answer should give us an indication of the purpose of the text and also of the reading skill that is 
required. 
 
The Revised National Curriculum Statement (Languages) – (2002:  96 – 101), clarifies the answer to why 
we are reading.  The policy states that learners need to read and view for information and enjoyment, and 
to respond critically to the aesthetic, cultural and emotional values in texts.  This can be attained by 
creating activities in the classroom for learners to: 
 Read fiction or non fiction texts (to expand their knowledge) 
 Understand some elements of poetry (to appreciate and show comprehension of literary 
devices used) 
 Respond to social texts (to respond appropriately to correspondence) 
 Read for information (to enhance understanding) 
 Analyse media texts (to sharpen reasoning skills) 
 Use reading strategies (to use appropriately in order to gain meaning) 
 Read for pleasure (to encourage a culture of reading) 
 Show understanding of reference books (to familiarise learners with the use of dictionaries, a 
simple thesaurus or an encyclopaedia)  
 Develop a vocabulary of between 6000 – 7500 common words (to apply vocabulary to oral and 
writing) 
 
Oh Teik (2006: 58) strengthens the RNCS (2002) Languages Policy when he stresses that reading 
improves your proficiency in English.  He further states that reading has many other invaluable 
advantages.  These include providing knowledge, information and enjoyment.  It also stimulates the 
imagination and sharpens our thinking and analytical skills. 
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Becoming aware of all these benefits, I realise that it would be to my learners’ advantage if I inculcated in 
them a life-long habit of reading.  This will equip them to cope better with the practical demands of daily 
life.  In order to achieve my goal, improving my learners’ reading abilities, I will need to go through a 
process.  This process brings me to the following stop along our route, ‘the expected outcomes of 
Reading and Viewing?’  It is only when we know what is required or expected that we become aware of 
the strengths or weaknesses of our learners. 
 
2.4 What are the Expected Learning Outcomes of Reading and Viewing for Grade Nine 
Learners according to the Revised National Curriculum Statement 2002 (RNCS)? 
 
The Teacher’s Guide for Developing Learning Programmes (DoE 2003) describes learners in the Senior 
Phase as individuals who are becoming more independent, capable of abstract thought with some 
understanding of logical reasoning and meta-cognitive skills.  It is therefore important that educators take 
cognisance of these development traits.   
 
It will possibly help them to gain a better understanding of the behaviour and reactions of learners in this 
phase.  If educators are aware of the learners’ capabilities and potential, it is easier to prepare the kind of 
learner envisaged by the RNCS 2002.  This is a learner who will act in the interests of a society based on 
respect for democracy, equality, human dignity and social justice. 
 
The Learning Outcome for Reading and Viewing according to the RNCS 2002 therefore states that the 
learner, at the end of Grade Nine will be able to read and view for information and enjoyment.  The learner 
will also be able to respond critically to the aesthetic, cultural and emotional values in texts.   
 
Paizee, Peires and Buthelezi (2006: 20) share this view when they state that by Grade Nine, most 
learners should be able to read fluently, identify view points and apply critical analysis to a text.  It would 
therefore be advisable that educators encourage learners to develop a habit of reading to reach this goal.  
Besides the Reading and Viewing Learning Outcome, the RNCS 2002 also requires that Grade Nine 
learners uphold specific Assessment Standards. 
 
The first Assessment Standard according to the RNCS 2002, is that learners read fiction and non-fiction 
texts.  It would be wise for educators to heed the advice of Paizee, Peires and Buthelezi (2006: 16) who 
suggest that educators need to ensure that learners search for meaning in everything they read.  Learners 
need to be able to identify the main points and supporting detail in factual texts and the plot, character and 
setting in fictional texts.  Educators should focus the attention of learners to the structure and purpose of 
each genre.  The learners should be able to infer meaning by ‘reading between the lines’.   
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I would suggest that educators keep a supply of fiction and non-fiction texts in the classroom to introduce 
learners to these genres. 
 
The second Assessment Standard is that learners understand some elements of poetry.  The RNCS 
2002 expects of learners to analyse poetry, discuss and understand the techniques and poetry devices to 
achieve meaning   It would be good if learners are exposed to poems composed by local poets and then 
to the others.  Vincent Oliphant, a Port Elizabeth lecturer, is one of many such poets.  This will convey the 
message that poetry can be done by anyone who has the desire to compose.  They can even try their 
hand at poetry and analyse, discuss and interpret their own work. 
 
The third Assessment Standard requires that learners read and respond to social texts.  Wallace, 
Thomson and Mattson (2006: viii) suggest that educators allow learners to identify the purpose and 
context and also to describe the features of such texts.  We as educators need to point out how the 
language of a social text differs from that in a formal text.  This exercise can be linked to Forms of 
Register (Language) and demonstrated orally. 
 
The next Assessment Standard (four) is one that requires learners to read for information.  Stein, Potenza 
and Perlman (2006: xxviii) advise that educators teach learners this skill through factual texts.  Learners 
can be shown how to use headings, sub-headings, captions, interpret diagrams and arrange events in 
sequence.  Learners should also be taught how to summarise what they have read.  I would give my 
learners much practice in this exercise as it prepares them for studies in any learning area. 
 
Assessment Standard (five) expects learners to critically analyse media texts.  Armstrong, Beal and 
Lague (2006: xvii) reason that even though advertisements and newspapers can sometimes be 
misleading, it can play a significant role in our daily lives.  Learners therefore need to be exposed to media 
texts so that they can critically analyse it and form their own opinions.  Educators can guide them in this 
regard and also teach the purpose of visuals in texts.  They need to ask themselves, ‘What message is 
conveyed through the photos?’, ‘How do the writers attempt to convince us?’   A critical approach is 
needed when analysing these types of texts.  It is not easy to equip learners with this skill, but with 
practice, it can be managed. 
 
The sixth Assessment Standard is that learners use reading strategies.  Goodman, Mthembu, Paetzold 
and Pienaar (2006: vii) state that the majority of learners will be reading fluently by the time they reach 
Grade Nine.  They are therefore more aware of the different reading skills and strategies which can be 
employed when engaging in a reading activity.   
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The educator should develop these skills by teaching the skills of scanning, skimming, inferring, 
vocabulary skills, etcetera.  It should be reinforced by appropriate exercises such as using telephone 
directories, indexes and dictionaries. 
 
The RNCS 2002 further requires that learners read for pleasures (Assessment Standard 7).  It is therefore 
the duty of educators to afford opportunities to read, not only for written activities, but also for recreational 
purposes.  Learners should have easy access to books.  Educators should make provision for a good 
supply of a variety of reading texts.  Time should be set aside specifically for reading for enjoyment. 
 
It is further stated by the RNCS 2002 that learners understand reference books (Assessment Standard 8).  
They should have access to a dictionary, a thesaurus and other reference books.  Educators should make 
these available and create opportunities for learners to use it in class activities. 
 
The last Assessment Standard requires that learners develop a reading vocabulary.  Paizee, Peires and 
Buthelezi (2006: 18) remind educators that Grade Nine English Additional learners should develop a 
reading vocabulary of between 6000 and 7500 common words.  Educators should therefore provide plenty 
of scope to achieve this goal.  Learners can be encouraged to make their own personal dictionaries and 
words of their own can be included as well as words they have learnt in class. 
 
Becoming familiar with the expected Learning Outcomes is a necessity for Language educators as it will 
guide them in what skills and strategies they need to teach at this level.  It will also give an indication of 
what learners are supposed to know.  It should be seen by educators as a guide.  If learners therefore fail 
to achieve one Assessment Standard, the educator should focus on the others and strengthen those that 
learners can attain as suggested by Ebersohn (2003: 9).  The Assessment Standards provide the 
framework for lesson planning.  Struggling learners should be accommodated without compromising on 
standard.  This would perhaps mean a slower pace, smaller, more manageable chunks of work or even 
shorter exercises.  Now that we know what learners need to be taught and what is expected of us, we 
need to resume our reading journey and move on to our next stop.  Logically, it will be, ‘How do I monitor 
and assess reading in my classroom?’ 
 
2.5 How do I Monitor and Assess Reading in my Classroom? 
 
Knowing what is expected of learners makes the task of assessment easy for the Language educator.  I 
would therefore suggest that educators compel themselves to become familiar with the expected 
outcomes of a component before they start to monitor and assess learners.  If you know what to look out 
for and what to assess, it will save a lot of precious teaching time.   
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Therefore we need to ask ourselves, ‘Why is assessment important?’  De la Hunt and Monyaki (2006: xvi) 
provide the answer when they view assessment as central to the learning process.  According to them, 
assessment provides useful information to learners, educators and parents about the attainment or non-
attainment of required outcomes.  It also allows educators to report to parents on learners’ progress.  The 
information educators derive from assessment can guide educators’ instructional decisions.  It is therefore 
essential to record assessments of learners.  This record of assessment will inform educators which 
learners experience reading difficulties, when to alter teaching approach or what is needed to improve. 
 
Educators then need to determine what is needed to assess.  They should therefore ask themselves, 
‘What do we assess in our classrooms?’  The RNCS 2002 requires that learners meet nine Assessment 
Standards (excluding sub-skills) for Reading and Viewing.  These nine Assessment Standards should be 
what educators focus on when they assess this particular learning outcome. 
 
The RNCS 2002 clearly sets out guidelines in terms of assessment.  When educators ask themselves, 
‘When do we assess?’ the guidelines are explicit.   Assessment should commence at the beginning of a 
grade or phase to determine what learners know and can do.  This type of assessment is called Baseline 
Assessment.  It is necessary to assess again to identify weaknesses or causes of learning difficulty.  This 
can be done formally or informally and is done through tests, questionnaires or written exercises.  It is 
known as Diagnostic Assessment.  Higgs, Botha and Bodenstein (2006: xix) advise educators to assess 
continuously to get a clear idea of the progress of learners. 
 
When educators are unsure of how to go about to assess and ask themselves, ‘How do we assess?’, they 
just need to refer to the RNCS (2002) policy.  They will be reminded that assessment should always be 
transparent, reliable, valid, learner-paced and flexible. De la Hunt and Monyaki (2006: xvii) reiterate this 
when they state that assessment should always be available to anyone and should be a true reflection of 
learners’ work.  It is important to allow for a variety of methods so that learners can have many 
opportunities to demonstrate their knowledge, skills, attitudes and values.  The learners experiencing 
reading difficulties will then also be accommodated. 
 
Educators need to know all the methods of assessment.  It they ask, ‘What are the different types of 
assessment?’, they should also consult the RNCS (2002) Policy to familiarise themselves with the 
different types of assessment.  These types are Baseline-, Holistic-, Formative- and Summative 
Assessment.  Minnaar (2006: 10-11) heed educators to choose the type of assessment relevant to the 
aspect they wish to assess.  For Reading and Viewing, the relevant methods would therefore be Baseline- 
and Diagnostic Assessment as described earlier.  I will administer the two types of assessment as advised 
by Hattingh and Du Bruyn (2003).   
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It will help me to discover learners’ reading abilities and also the causes of their reading difficulties.  It will 
also help me to make decisions regarding support strategies and methods I should employ in the reading 
classroom.  I will then be able to redefine goals in order to put intervention strategies in place.  I will 
administer formal and informal reading tests such as speed reading, sequencing, sight-words, vocabulary 
skills and comprehension tests.  Tests will have validation dates and signatures to authenticate.  These 
will be included in another chapter and also appear as Appendices. 
 
Who assesses and what assessment tools are used?  The NCS Grade R-9 (Schools) 2002 requires that 
learners be given an opportunity to assess their own and each other’s work according to set criteria.  This 
provides an opportunity for learners to reflect on their own learning.  Educators just need to give clear 
criteria so that assessment is done fairly.  Any one of a combination of Teacher-, Self, Peer and Group 
Assessment can be administered in the classroom.  Assessment tools can take the form of rubrics, tests, 
questionnaires or observations. 
 
How do I collect and record assessment evidence?  Smith (2007: 17) answers this question when he 
advises that evidence can be recorded daily, weekly or monthly by means of observations, projects, 
written work, oral presentations, portfolios and tests.  The Learning Outcomes for Reading and Viewing 
should guide the reading educator as to what Assessment Standards or Sub-Skills need to be assessed.  
Educators can only take action once the problem had been identified.  Assessment allows me as a 
reading educator to act on what was diagnosed and strive towards improving the reading abilities in my 
classroom.  This journey is still in progress, so let us discover what lies behind the next bend! 
 
2.6 How do I Identify and Address/Remedy Reading Difficulties in my Classroom? 
 
Hattingh and Du Bruyn (2003: 4) hold the opinion that most problems in the classroom can be solved only 
if educators know their causes.  It is extremely important to bear in mind that there is nothing learners 
know, or are capable of, that they have not learned.  It you dump a puppy into a pool, it will instinctively 
swim.  Do exactly the same with a human child and it will drown.  This proves that a child must first learn 
to swim, the child does not possess the same instincts as that of an animal.  This gives me hope as it also 
proves that if I teach my learners the skills they lack often enough, they will eventually learn and overcome 
reading difficulties. 
 
Learning, however, is a stratified process and does not happen overnight.  The learners experiencing 
reading difficulties may have had these problems for a very long time.  It is worth the effort though, to try to 
overcome their difficulties while they are in my classroom.  There are certain skills and knowledge that a 
learner must be equipped with first, before it will become possible to benefit from any reading course.   
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In the past, I have reflected on the learning and teaching of reading in my classroom.  I also monitored 
and observed my learners during reading activities. I picked up some negative remarks.  Learners, 
especially those who struggled with reading, made remarks such as, ‘Reading is boring’, ‘I do not like 
reading’, ‘I tend to forget what I have read’, ‘I need to leave the classroom’ (February 2007).  They would 
come up with any excuse just to be exempted from reading.  Other learners even displayed disruptive 
behaviour and appeared to be either inattentive, distracted or bored during reading activities.  This 
confirmed my suspicion that my struggling learners tried to deflect from their problem.  It caused me to be 
even more attentive during reading activities. 
 
Some readers in my class struggled to complete a reading activity within a given time while most of their 
peers managed quite comfortably.  This was an indication that they were reading too slowly.  Hattingh and 
Du Bruyn (2003: 4) confirm this assumption when they note that a learner should read between 250 to 350 
words per minute.  When I administered one-minute speed reading tests, this was further confirmed.  I 
plan to remedy this by administering more speed reading tests on a more regular basis. 
 
I discovered that a few others were reading too fast.  They tended to make careless mistakes and quickly 
forgot information.  This proved that they were too hasty to absorb any information.  I managed to discover 
this flaw when I administered the same one-minute speed-reading tests suggested by Hattingh and Du 
Bruyn (2003: 4).  I plan to remedy this by encouraging them to read at a slower pace or even re-reading a 
second or even a third time. 
 
The RNCS 2002 policy requires that learners develop a reading vocabulary of between 6000 and 7500 
common words.  I did informal spelling and comprehension tests and even oral presentations of my own.  I 
then determined that some of my learners suffer from poor comprehension skills, lack of general 
knowledge and a poor or limited vocabulary.  
 
In future, I aim to brush up on their vocabulary and dictionary skills to overcome this obstacle.  A good 
vocabulary ought to allow learns to follow a test easily if they come across a difficult or unfamiliar word.  
Learners should be taught to look at words in context and not in isolation.  Regular spelling tests, 
dictionary exercises and compiling their own personal dictionary may help them overcome these 
problems. 
 
The negative remarks I have mentioned earlier, implied a negative attitude and lack of motivation towards 
reading in general.  Merrett (1994: 39) suggests countering this problem with praising and prompting.  A 
learner can easily become de-motivated or develop a negative attitude when they frequently meet with 
failure.  Such a learner needs to be affirmed or even prompted to restore their faith in themselves.  
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Merrett advises that educators give specific descriptive comments, such as, ‘Good work Peter, you 
corrected that word all by yourself.’  This will tell the learner exactly what he is praised for.  Praise then 
becomes synonymous with good reading behaviour and they will respond positively to praise.  Prompting, 
according to Merrett (1994: 7) is a type of scaffolding where the learner is subtly assisted by the educator.  
If the learner struggles to identify a word, the educator may help him/her to sound it out.  
 
The educator may even read a few sentences if a learner finds a paragraph difficult.  I will definitely use 
praise and prompting to encourage and motivate my learners as it can only produce positive results. 
 
I further discovered that learners in my class displayed poor pronunciation, disregarded punctuation, read 
word-by-word and generally lacked expression and tone during reading.  I immediately decided to heed 
the advice of Merrett (1994: 22-23) who suggests using peer tutoring.  He highly recommends this as it 
helps the weak readers to increase their confidence and improve their understanding due to the extra 
support of a more-abled reader.  Simultaneous reading also encourages continuity and flow.  Hesitation 
and failure cause the text to become fragmented and loss of meaning can easily occur.  I am in favour of 
Vygotsky’s scaffolding model, therefore I will adopt his approach in my classroom.  Hattingh and Du Bruyn 
(2003: 17-19) also suggest a ‘back-to-basics’ approach through revision exercises of punctuation, 
sequencing, syllabification and phonics.  Learners can only benefit if I take them ‘back-to-basics’ as this 
will only strengthen what they were taught in earlier grades. 
 
There are many reading difficulties I have not discussed here.  I have only selected those I encounter in 
my own classroom.  Some of these reading difficulties, such as physical barriers, need to be dealt with by 
professionals.  I will refer such cases to the respective professionals or specialists.  I realise that there is 
only so much I can do to remedy reading difficulties in my classroom.  I therefore plan to enlist the help of 
peers (pair- and group reading), parents (reading under supervision) and my colleagues (assisting in 
monitoring progress).  I am aware that this is not going to be an easy task, but through scaffolding, 
praise, prompting and constant revision, I hope to achieve the necessary results.   
 
Having identified some of the reading difficulties, we can now move on to a new ‘stretch’ in the road in 
which I examine the skills and strategies my learners need to become effective readers. 
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2.7 What Essential Reading Skills and Strategies are needed to help my Learners 
become Efficient and Effective Readers? 
 
When teaching reading skills and strategies, it is important that educators familiarise themselves with the 
learning outcomes for Reading and Viewing for Grade Nine learners.  This is to ensure that learners are 
not taught reading skills and strategies they are not ready for.  The RNCS 2002 Policy set these 
requirements out clearly and unambiguously.  Duffy (2003:  187) suggests that good readers use a 
combination of reading skills and strategies when they engage in a reading activity.  One common 
example of this technique is when context is used in combination with the initial consonant sounds to 
figure out unfamiliar words in a text.  It is very useful and often results in accurate word identification.   
This is but one example of the effective use of skills and strategies when reading.  In order to develop 
effective and efficient readers, it is essential to equip learners with the following basic reading skills.  
This will cement a solid foundation which will prepare them to become the learners envisaged by the 
RNCS 2002 Policy. 
 
The first skill learners need to be equipped with is scanning.  Zulu (2004: 5-12) views scanning as the 
skill a reader employs to read quickly in order to find specific information.  It is often used when readers 
wish to find a name, address or number in a telephone directory.  Readers can also scan an index of a 
book or magazine to find a specific topic they are searching for.  Educators need to design reading 
activities where these skills can be implemented.  Regular exercises will result in learners perfecting the 
art of scanning. 
 
The next skill educators need to teach is skimming.  Hattingh and Du Bruyn (2003: 9) describe skimming 
as the skill readers’ use when they want to glance over a text or “snatch” ideas on the go.  This method 
involves looking quickly through a text and reading only main ideas, headings, introductions and 
conclusions.  It is a skill learners can use when they want to get a general idea of the content.  Educators 
can equip learners with this skill by allowing them to deliver speeches, presentations or by organising 
mock meetings (they can use cue cards or key words). 
 
Another important skill learner’s need is to read for comprehension.  Hurry (1983: 18-19) views this as a 
skill learners use to help them find main ideas and express it in their own words.  This will demonstrate 
their insight and comprehension.  More time is needed for this method than for scanning and skimming.  
Educators should carefully choose exercises from a variety of sources such as magazines, newspapers 
and books.  They should also ensure that chosen topics fall within learners’ interest.  Their curiosity should 
be stimulated and the language should be appropriate to their level. 
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Reading for critical analysis is yet another skill learners need to help them become competent readers.  
Zulu (2004: 11) advises that learners first try to understand what they read before they start to analyse 
critically.  They should also be encouraged to offer their personal views about the text by interacting with 
the text.  Readers need to analyse whether statements in texts are based on generalisations or sound 
reasoning.  They should also be able to analyse whether objectivity or subjectivity is used.  Educators 
should therefore teach the language features needed to attach meaning to the text.  These features 
include a statement, opinion, humour, irony, discrimination, stereotyping and generalisation.  This 
can be taught in poetry lessons for example. 
 
Learners also need to be taught study reading to help them become effective and efficient readers.  
Hattingh and Du Bruyn suggest that learners read slowly when reading for academic purposes.  They 
need to do it this way as they have to remember the main ideas.  It is also recommended that learners link 
ideas in the text to prior knowledge.  This type of reading requires intense concentration and active 
involvement.  Educators can allow learners to apply this skill in Literature Responses. 
 
It is also important to equip learners with reading strategies for effective reading.  Predicting is such a 
strategy that learners need to achieve this aim.  Duffy (2003:  81) regards predicting as a prerequisite for 
comprehension.  He further states that good readers anticipate meaning by predicting what they think is 
going to happen.  Predicting is based on prior knowledge.  On the basis of their prior knowledge, learners 
make predictions about what is to follow in a text.  I have discovered in my reading class that the topic can 
also provide clues as to what is going to happen.  Class discussions and pre-reading exercises can 
activate or create knowledge needed to make predictions.  It is a means of keeping learning actively 
involved in the reading process. 
 
Another useful strategy learners need to employ is previewing.  Bazerman (1994: 69) describes it as a 
means of looking ahead and checking for information.  Previewing gives the reader a general idea of the 
text before they actually read it.  This helps learners to understand a little about the contents or special 
features.  Educators should allow learners to view textbooks in advance before they even start reading 
them.  A book can be previewed by looking at the title, table of contents, index, introduction and glossary.  
It gives learners a quick, overall view of long, unfamiliar material. 
 
Inference is another strategy learners will need to help them become good readers.  Certain genres like 
fiction have a tendency to give more information indirectly than directly.  They tend to provide readers with 
clues that help them to ‘read between the lines’.  Bazerman (1994: 204) agrees with this when he claims 
that inferring occurs when readers use these clues to gain a better understanding of a text.   
IMPROVING THE READING ABILITIES OF GRADE 9 LEARNERS: A CLASSROOM-BASED INQUIRY                          MRS V.C. DIDLOFT 
 
 
 
REF:   AWARD M. ED FROM NMMU:  NOVEMBER 2008                   38 
He further states that, during inferring, readers go beyond what is in front of them and see implied or 
suggested meanings instead.  Readers will not only use inference in classrooms, but in almost every 
aspect of life.  When a joke is made and someone gets upset, it can be inferred that something is 
bothering that person.  It is a useful tool as it will help to equip learners for life itself.  It can be taught 
through poetry and short stories. 
 
Imaging is another reading tool necessary in the reading class.  Duffy (2003:  95) views it as a 
distinguishing characteristic of competent readers.  It enables good readers to create images in their mind 
to respond to descriptive texts.  When readers apply imaging, they actually see and hear what is 
happening as it transpires, almost like watching a movie.  It requires prior knowledge to help create 
sensory images.  Imagery is particularly significant to reading success as it is often the images that make 
the stories interesting.  Readers actually experience what the characters experience.  This requires a lot of 
practice, but can be done under the educators’ guidance. 
 
The last strategy readers need to help them become abled readers, is summarising.  Zulu (2004: 14) 
regards a summary as a brief overview of the essential information in a text.  It is a coherent, easily 
readable piece of writing.  It should contain only the relevant, essential ideas.  Educators need to 
remember that learners will greatly profit from employing this skill.  Learners can use it in everyday life 
when they have to give an account of happenings, a movie or a book read. 
 
Finding time to equip my learners with all these reading skills and strategies will be my major challenge.  
Careful planning will help me to overcome this problem.  Duffy (2003: 221) so aptly describes my 
sentiment when he says that effective instruction requires adjusting, adapting, creating and making 
decisions appropriate to the situation.  Knowing what to equip my learners with, I need to move on.  So let 
us continue on our journey as I take you along to the next phase, improving reading abilities in my 
classroom. 
 
2.8 ‘How can I Influence and Facilitate the Improvement of the Reading abilities of the 
Grade Nine Learners in my Classroom? 
 
The NCS Grades R-9 (General) Language (2003:10) makes provision for learners suffering from reading 
difficulties through the principles and values underpinning this curriculum.  These principles and values 
are, respect for human rights, inclusivity and social justice.  The RNCS Grades R-9 (Schools) Teacher’s 
Guide Languages (2003: 31-33) also includes struggling readers by guiding educators as to how to 
include them in their planning.  It is however, not nearly enough to cater for the individual needs of such 
learners.  It is also not explicit enough.   
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The guidelines are given in general and do not cater for specific problems.  Also the guidelines are given 
on the assumption that struggling learners are in the minority.  However, in my case, this is not so.  These 
learners are definitely the majority as I have discovered in the classes I teach. 
 
Another oversight is that there are thirty-nine (39) Assessment Standards which include Sub-skills for 
Reading and Viewing alone (RNCS Grade R-9 (Schools) Languages 2002: 97-101).  The RNCS Grades 
R-9 (Schools) Teacher’s Guide Languages (2003:  32-33) furthermore still requires less-abled learners to 
demonstrate the same outcomes.  They do not want educators to compromise standards.  How are we 
going to manage this with classes averaging ±50 learners?  How are we going to meet this when 
the RNCS Curriculum expect learners to achieve a total of 146 Assessment Standards in total?  
(This includes all five learning outcomes).  To do justice to struggling readers, I need to give individual 
attention and monitor peer and group scaffolding (Merrett 1994).  This is to ensure that peers render the 
proper assistance required.  This seems an almost impossible task, but one I am willing and eager to 
address and overcome. 
 
I am motivated to do this by employing a reflective, cyclic approach as recommended by McNiff and 
Whitehead (2002) and also by Pollard (2005). 
 
The first step in my cycle of teaching will always be to reflect on my current classroom practice.  
Secondly, I will observe my learners while they engage in reading activities.  I will then alternate the third 
step in my cyclic approach with identifying reading barriers, collecting information to learn what I can do 
to address these barriers and applying differentiation in learning and teaching strategies to effect change 
respectively.  The fourth step in the cycle will be to act on step three of the cycle.  Thereafter, I will review 
and restart the cycle. 
 
I have already described how I will identify learners experiencing reading difficulties and how I will collect 
information to address these difficulties.  I have also touched on applying differentiation in my learning and 
teaching strategies, but I will once again point out the basic three step plan which is: 
 
A ‘Back-to-Basics’ approach as suggested by Hattingh and Du Bruyn (2003) which will include the 
teaching and revision of phonics, syllabification, sequencing of words, punctuation, vocabulary skills and 
intonation.  This will be done in conjunction with constant revision of newly acquired skills and strategies.  
Regular exercises to reinforce these reading skills will take the form of dictionary work, looking up 
information in indexes and telephone directories, exercises requiring punctuation and comprehension 
skills, etcetera (Zulu 2004).  Constant individual and class revision of basic skills such as phonics, 
syllabification and speed reading test will also become part of the weekly reading lessons (Starrett 2007).   
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Learners’ participation and pre-reading discussions will form a natural part of the reading activities in 
class.  My plan is to basically re-establish the reading foundation of learners struggling to read. 
 
The next step, not necessarily the second one as these three steps will be used alternately, will be a 
Scaffolding Approach as suggested by Merrett (1994: 25).  He suggests that educators use peer-
mentors, who, through peer-tutoring, can assist low-progress readers to increase their confidence in the 
reading process.  Paired reading also helps to improve readers’ understanding of what they have read and 
increase their willingness to engage in reading as an activity.  Group activities where learners, through co-
operative learning help one another through discussions will be another useful way of using scaffolding to 
assist struggling readers.  The educator can also, through modelling, demonstrate how learners are 
supposed to read.  Shorter and easier texts can be given to learners who are struggling to cope with 
longer, unfamiliar texts. 
 
Exercises can be broken up into smaller, more manageable units to allow the less-abled readers to cope.  
I aim to make Vygotsky’s scaffolding model a natural part of the reading activities in my classroom. 
 
The final step is a Praising and Prompting Approach as recommended by Merrett (1994: 37-39).  
Prompting is aimed at giving cues to help learners to discover something for themselves.  Educators 
could prompt a learner who struggles with a difficult word.  They may ask the learner to look at the word in 
its context or even rephrase the sentence.  They can even ask a question to help the learner to discover 
the meaning for him / herself.  In many cases a prompt will be enough to help learners to correct their own 
mistakes.  Praising, on the other hand should serve to motivate and encourage, not mislead learners.  
Therefore it should always be specific and genuine.  A comment like ‘Good girl’ tells the reader very little, 
if nothing.  The positive feedback must be more specific.  For example, ‘Good work, Cathy you have 
corrected the word ‘beautiful’ all by yourself!’ tells Cathy exactly what is being praised for.  The praise is 
therefore clearly associated with good reading behaviour.  I will try to recognise and give credit for small 
achievements.  I will also endeavour to be generous in my praise as well as making a habit of affirming 
deserving learners and avoiding public criticism at all costs. 
 
These three steps will be interlinked with the theories of Ebersohn, Dewey and Freire (mentioned in 
Chapter One) and used on a daily basis, in fact, not only for Reading and Viewing, but for the other 
Learning Outcomes as well.  I will continuously reflect, observe, plan and act in a cyclic manner.  I have 
decided to heed the advice of McDonagh (2000) who argues that if learners can not learn in the way an 
educator teaches, then teach in the way they learn!  This is definitely not the end of my reading journey.   
Join me anyway as I look back on the significance of the emerging epistemologies of this literature review.  
I will also reflect on my current ontology as I conclude this part of my journey. 
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2.9 Conclusion 
 
It is Eichhorst (2001) who says that it sometimes takes someone else to believe in you before you will 
believe in yourself.  It is therefore essential that we as educators identify learners who have a limited belief 
in themselves and their ability.  Their limited beliefs about themselves restrict them from achieving what 
they are really capable of.  It also limits their true potential.  This is why educators have a divine duty to 
help learners restore their belief in themselves.  Individuals have the tendency of becoming what they 
believe they are.  If learners are repeatedly told they are less-abled readers, they will eventually start to 
believe it and behave accordingly. 
 
This is one reason I deem it important to encourage and motivate my learners.  I will aim to constantly 
remind them of their great potential until they believe it themselves! I refuse to allow, in my classroom 
practice at least, anyone or anything to tell my learners that they cannot achieve what is humanly possible, 
which is, improving their reading abilities!  Hopefully, this will ultimately lead to restoring my learners’ 
self-worth and human-dignity and embracing inclusivity and social justice. 
 
My living theory will be unleashing the potential of all learners crossing my path on this journey.  This will 
be my humble contribution to the education system that has made me what I am today.  I will fail my 
Divine Maker if I do not mention that God has granted me this divine opportunity to help learners embrace 
their uniqueness.  As ‘in loco-parentis’ I am living out my own values based on respect for democracy, 
equality, human dignity and social justice.  This is done whilst undertaking a discovery journey, 
searching for answers to ‘How can I influence and facilitate the improvement of the reading abilities 
of the Grade Nine learners in my classroom?’ 
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CHAPTER THREE:  MY RESEARCH METHODOLOGY 
 
3 INTRODUCTION 
 
Researchers bring a frame of reference to the research process which influences how the investigation 
will be done (Burrel and Morgan 1979:  xii).  This process is referred to by McNiff and Whitehead (2006: 
29) as a way in which research is conducted.  Similarly, Taylor and Bogdan (1998: 3) define research 
methodology as the manner in which researchers approach issues and conduct research.  Whichever way 
we look at it, research methodology refers to how an inquiry or investigation is done. 
 
The researcher’s point of departure with regard to the nature of his or her study will be determined by the 
assumptions he or she makes about the social world.  Another contributing factor will be his or her 
personal experiences.  Burrel and Morgan (1979: 24) explain this by stating that being located in a 
particular paradigm, means viewing the world in a particular way. 
 
There are various ways of doing research and not all of these are suitable for a classroom-based inquiry.  
It would therefore be unwise of me to embark on this research journey within one particular paradigm 
without first seeking an understanding of the others.  I first need to fully comprehend the major research 
paradigms before deciding on an appropriate one for my study.  How else will I be able to justify the 
choice of one specific methodology without having examined the others?  In addressing my research 
question, I need to formulate a plan of action to bring about improvement in my practice.  I hope to 
facilitate this by finding a methodology that validates and embodies my own values (McNiff and Whitehead 
2005: 22).   
 
Having engaged with the literature, I have become aware that the positivistic approach to investigating 
phenomena requires the researcher to be objective.  It therefore suggests that the researcher distances 
him/herself from the situation under investigation.  I need to situate an inquiry which will adequately 
address the diversity of my learners’ needs and simultaneously embrace their individual rights.  Reflecting 
upon my current ontology, I started making a critical analysis of the situation in my own classroom. 
 
It is also Freire (1997: 75) who compelled me not to procrastinate when he writes: “I must not leave for a 
random tomorrow something that is part of my task as a progressive educator right now”.  Freire places a 
moral obligation on me to abandon my complacency and to engage in a more critical and reflective mode 
of thinking. 
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I am therefore articulating my own living educational theory which is a process commencing in my 
classroom.  I believe that this learning journey will ultimately result in a developing transformation in 
myself and my learners. 
 
On this discovery journey, I hope to find a methodology which will enable me to influence and facilitate 
an improvement in the reading abilities of my Grade 9 learners.   To attain this goal, I have to situate 
my inquiry within the most suitable research methodology.  Let us resume this journey by examining the 
major research paradigms and their advantages and disadvantages.  To enhance our own understanding, 
we first need to familiarise ourselves with a view basic epistemologies regarding research in general.  This 
is necessary to do so in order to be able to answer arising questions effectively.  Let us start this process 
by looking at the nature of research. 
 
3.1 The Nature of Research 
 
Bassey (1990: 13-20) describes research as a “systematic, critical and self-critical enquiry aiming to 
contribute to the advancement of knowledge.”  He further views a research paradigm as” a network of 
coherent notions about the nature of the world and the functions of researchers, which adhered to by a 
group of researchers, conditions the patterns of their thinking and underpins their research actions.”  
Three major paradigms, from which many educational enquiries are derived, can be identified, according 
to Bassey (1990: 13).  These paradigms are the positivist research paradigm, the interpretive 
research paradigm and the action research paradigm.  Bassey (1990: 13) further mentions that each 
of these paradigms has its own attributes.  Each paradigm is also underpinned by its own philosophical 
perspectives and assumptions as well as its own theoretical underpinning.  This influences the 
methodology of the paradigm.  The first research paradigm which I will be examining is the positive 
research paradigm. 
 
3.1.1 The Positive Research Paradigm 
 
Positivism was made popular by Auguste Comte, the nineteenth-century French philosopher.  He was of 
the opinion that cognition had developed through three stages: 
 The theological stage; 
 The metaphysical stage and  
 The scientific or positivistic stage. 
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Comte reasoned that scientific findings can only be considered certain in the scientific stage.  He further 
tried to discredit the legitimacy of cognition which failed to take ‘sense experience’ into account (Kneller, 
1984: 137).  Comte failed to recognise the difference between the methods used for research in the 
physical and those in the human sciences.  He equated sociology to biology. 
 
Society was viewed as a body of neutral facts governed by immutable laws.  These facts and laws, 
according to Comte, could be researched just like any physical object.  He argued that society is ruled by 
natural necessity, just like nature.  This basically implied that social movements would proceed with law-
like predictability (Held 1980: 160-1). 
 
I view human-beings as physical, biological and socio-cultural individuals.  Any attempts to understand the 
behaviour of human-beings need to take cognisance of each of those facets.  The methods of positivistic 
science are powerful ways of comprehending our physical composition and providing insight into our 
biological nature.  These methods, however, dismally fail to provide sufficient explanations for the ordinary 
social issues of human life.  Bassey (1990: 13) explains this reasoning when he states that to the 
positivist, there is a reality out there in the world existing irrespective of human-beings.  This reality is 
discovered by individuals using their senses and by observation.  He claims that discoveries about reality 
can be expressed in factual statements.  Bassey (1990) further mentions that positivists view the world as 
rational, which, given sufficient time, will be understood through research.  Positivists do not view 
themselves as significant variables in research.  This is why when testing a hypothesis, they expect other 
researches to reach the same conclusion that they find.  Due to this, their preferred method of reporting is 
to avoid ‘I’ or ‘me’.  The purpose of research is to describe and understand issues and to share this 
understanding.  Understanding, they reason, enables one to explain how events occur and also helps to 
predict the outcomes of future events.  These understandings are generally articulated in the form of 
generalisations.  The data collected by positivists are mostly numerical and suitable for statistical analysis.  
Hence this method is often describes as quantitative (Bassey 1990). 
 
As an educator teaching English as a subject, I am confronted by social issues on a daily basis.  These 
issues present themselves during oral discussions, creative writing exercises and through natural 
interaction.  Applying a scientific approach to my social issues has thus far proven to be a futile exercise.  
The reason for this most probably lies in the nature of humanity.  My learners are diverse, multi-faceted, 
unique social beings.  I fail to see how society can be viewed as ‘a body of neutral facts governed by 
immutable laws’ (Held 1980: 160-1).  This would equate my learners to mere objects and their actions to 
those of automats.  The learners in my class are totally unpredictable and there is no certainty in their 
behaviour or abilities.   
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This is because they are spontaneous beings with involuntarily reactions and responses to impulses.  As a 
language educator, I am also personally involved in their social lives which directly influences their 
behaviour. 
 
In the light of afore-mentioned arguments I am therefore compelled to strongly disagree with Stringer 
(1004: 18) and the founding fathers of positivism who are of the opinion that scientific positivism is based 
on the belief of a fixed and knowable universe that operates to a fixed set of laws.  Stringer also states 
that positivism places a strong emphasis on the need for researchers to remain objective and value-free.  
This goes against everything I believe in as my values are naturally reflected in my everyday interaction.  
As a classroom-based practitioner, I cannot remain detached or even apathetic towards events occurring 
in my classroom.  I am ‘in-loco parentis’ and as such I practically substitute the role of the parent.  
Therefore I display a caring attitude towards learners placed in my care.   Subjectivity is an integral part of 
my teaching practice.  I also claim to advocate the principles of democracy, inclusion and basic human-
rights in my daily teaching.  I cannot do justice to this claim if I remain objective and value-free.  So, to 
remain true to my own value system, I am compelled to reject the positivistic approach as it contradicts my 
own living standards (McNiff and Whitehead 2002: 17). 
 
Mills (2003: 4) argues that positivists attempt to manipulate and control certain variables to test a 
hypothesis.  In the classroom setting it is difficult to control all the factors that affect the outcomes of our 
teaching without disrupting the natural classroom setting.  As a classroom-based practitioner, I 
acknowledge and embrace these complications rather than attempting to control them.  I do not look for a 
fixed outcome which is generalisable or replicable.  I try instead to produce my own theories.  This will be 
done by creating epistemologies through trial-and-error and collaboration.  It is also a process and not a 
product and will develop as I go along.  By rejecting positivism, I will most likely not find certainty, 
generalisability or be able to prescribe, predict or control situations in my classroom.  I will also possibly 
not remain detached from my participants, but that is a choice I willingly make. 
 
The positivist approach has little or no effect on what is going on at schools in general and my classroom 
in particular.  More importantly, I fail to see the point of a research method which satisfies academic 
requirements, but is highly unlikely to affect my own teaching and learning.  Given all these facts, I have 
decided to engage in a research method which enables me to practise in accordance with my values.  In 
doing so, I am remaining true to myself.  Positivistic science has its place and purpose with matters 
pertaining to scientific research like testing blood samples and searching for cures.  It does not, however, 
meet the needs of my inquiry.  I wish to give recognition to the uniqueness and humanness of my learners 
and involve them in creating new knowledge.   
IMPROVING THE READING ABILITIES OF GRADE 9 LEARNERS: A CLASSROOM-BASED INQUIRY                          MRS V.C. DIDLOFT 
 
 
 
REF:   AWARD M. ED FROM NMMU:  NOVEMBER 2008                   46 
I therefore strongly oppose the use of positivistic science methods of ‘manipulation’, ‘control’, 
‘generalisability’, ‘certainty’, ‘prescribing’ and ‘predictability’ (Bassey 1990: 13).  Having disregarded the 
positivistic paradigm, I am now left with the remaining two, being the interpretive paradigm and the action 
research paradigm (Bassey 1990: 13).  Let us examine the interpretive paradigm to determine if it will 
be appropriate to my inquiry. 
 
3.1.2 The Interpretive Paradigm 
 
Bassey (1990: 15) indicates that the interpretive researcher cannot accept the idea of a fixed, static, 
replicable reality ‘out there’.  He points out that human beings perceive and construe the world in similar 
ways, but have different interpretations of it.  There is no single truth and reality, but multiple truths and 
realities.  This does not mean that a researcher is at liberty to interpret at will.  All social research is still 
subject to issues of rigour, trustworthiness and validity.  The recognition of the researchers’ experiences of 
the social world is acknowledged.  This implies that any claims made should be substantiated with 
relevant evidence.  I will make my own interpretations and claims as a reflective practitioner.  In my 
endeavour to facilitate improvement in myself and my practice, creation of new knowledge is inevitable.  I 
will therefore have to back my interpretations and claims with evidence gathered in my classroom.  If, for 
example, I observe an improvement in the reading abilities of my learners, I will need to provide the data 
and evidence to validate such a claim. 
 
Researchers in the interpretive tradition perceive human behaviour as too diverse and complex to be 
regarded as ‘fixed’, ‘static’ or even ‘replicable’.  It cannot be generalised by means of universal theories as 
it is “situation-specific” (Fien and Hillcoat 1996: 27).  I aim to focus on a specific aspect of human 
behaviour such as my learners’ individual reactions to the request to read aloud.  These spontaneous 
reactions cannot possibly be generalised or replicated.  In this type of research, the explanation of 
meaning in a specific context is illuminated.  This is exactly why it is virtually impossible to analyse or 
explain social reality in terms of statistics, deductions or conclusions. 
 
Janse van Rensburg (1994: 6) points out that the interpretive paradigm regards the world as “constructed” 
rather than “found”.   Goodman (1992: 119) disputes this claims when he notes that social research views 
human beings as participating agents in creating their own social reality.  This basically suggests that 
human beings do not automatically respond to outside forces and stimuli.  They construct their own 
understanding of their surroundings and then act upon these understandings.  The interpretive paradigm 
aims to comprehend the world based on people’s experiences.  This approach will not suit my inquiry as I 
will gain and develop an understanding as I go along.  My understanding will not be based on my 
experience as I am on a discovery journey, hoping to gain understanding as the process develops. 
IMPROVING THE READING ABILITIES OF GRADE 9 LEARNERS: A CLASSROOM-BASED INQUIRY                          MRS V.C. DIDLOFT 
 
 
 
REF:   AWARD M. ED FROM NMMU:  NOVEMBER 2008                   47 
Fien and Hillcoat (1996: 27) contend that knowledge is the result of individual cognition and 
consciousness.  They argue that knowledge is constructed by individuals in unique settings through 
interaction with their worlds.  This implies that knowledge is internally constructed.  The interprevist 
research therefore rejects the existence of objective knowledge in the form of general laws applicable to 
social issues and individuals’ behaviour.  Knowledge is thus considered as understandable exclusively 
through the participant’s frame of reference.  This suggests that social studies require shared experiences 
of individuals creating their own social reality through their own interpretations and actions.  During the 
exercise, the researcher gets to know social reality through “prolonged and intimate participation with a 
small number of cases” (Goodman 1992: 120). 
 
As a classroom-based practitioner, this will not work for me as I have a limited period in which to conduct 
my inquiry.  Most of my learners remain in a grade for one year only.  Another factor counting against me 
is that it will be virtually impossible to have “intimate participation with a small number of cases” (Easterby 
Smith et al 1994: 85).   My current classes approximate about fifty learners per class.  Individual 
interaction over a prolonged period is therefore impractical due to time constraints.  I am also restricted by 
a curriculum and have to complete the required work within a certain amount of time.  My research, 
improving reading abilities, is not part of the curriculum and must be carefully and effectively integrated 
into the existing heavy workload.  I aim to work with a class which averages fifty learners.  I cannot limit 
my inquiry to one or only a few cases as the afore-mentioned interprevists suggest. 
 
The interprevist paradigm, according to Popkowitz (1984: 44) is generally guided by social, political and 
philosophical concerns.  The interprevists, like the positivists maintain the same approach of neutrality 
about social affairs.  Both traditions fail to concern themselves with issues of social transformation.  I 
cannot even begin to fathom the possibility of a neutral stance concerning issues within my own 
classroom context.  My learners are a rich complexity of diverse individuals, each with their own unique 
social backgrounds.  How do I ignore or remain neutral to their social affairs without “contradicting my own 
living standards”? (McNiff and Whitehead 2002: 17).  I cannot possibly adopt an approach which denies 
something which is inherently part of my learners. 
 
Furthermore, Popkewitz (1984: 44), holds the opinion that interprevists are concerned with “what is”, 
rather than “why it is” or “what might be”.  This leads to an assumption that their objectives are simply to 
understand and interpret and not to bring about meaningful change.  I hope to facilitate an improvement 
of reading abilities in my practice.  I therefore need to take it further than understanding and interpreting 
in order to attain my goal.  I need to change my ontology with my acquired epistemology.  I therefore reject 
interpretivism as well.   This leads me to the third major research paradigm, the action research 
paradigm.  Incidentally, it is also the research tradition on which my inquiry is based. 
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3.2 A Thorough and Referenced Exposition of my Chosen Tradition 
 
3.2.1 The Origins of Action Research 
 
McNiff and Whitehead (2006: 6) point out that the action research has been in existence for just over 
seventy years.  It has always been associated with social transformation for social justice.  Noffke (cited 
by McNiff and Whitehead, 2006) mentions that the terms ‘action research’ was used in a speech in 1961 
by the fighter for justice, Martin Luther King.  McNiff and Whitehead (2006: 36) further state that action 
research originated with the work of John Collier in the 1930’s after which Kurt Lewin followed in the 
1940’s. 
 
Lewin, who worked as social psychologist in the US, believed that the productivity of people would be 
increased if they were involved in decision-making procedures.  This suggested that participation 
increased results.  Lewin’s original ideas of involvement and participation remained influential.  His 
concept was adopted with much enthusiasm, especially by educators.  It was during this time, in 1953, 
that Stephen Corey’s book, Action Research to Improve School Practices became popular in America.  
This was evident in the context of the free schools and progressive education movements of the 1960’s 
(McNiff and Whitehead 2006: 36).  The focus was now on education advocating democracy. 
 
McKernan, Carr and Kemmis (cited by McFarlane, 2000) all agreed that during the late 1950’s action 
research went into a decline.  This was primarily due to a gap between the research and the action.  This 
did not last long though because action research received renewed interest in the 1970’s.  This resurge of 
interest occurred through the work of Elliot and Adelman on the Ford Teaching Project in 1973 to 1976.  
They focussed on reflective teaching and the teacher-as-researcher movement (Carr, Kemmis and 
McKernan cited by McFarlane, 2000). 
 
This renewed interest led to more educational action researchers working within the context of teacher 
education.  It encouraged practitioners to become more involved in research.  It also resulted in 
practitioners becoming self-critical into their own practices.  Now that we know where action research 
originates from, we need to define it.  We also need to explore what action research actually is. Hence our 
next question. 
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3.3 What is Action Research? 
 
Frost, Bassey, Hopkins, Dick and Bell (cited by Costello, 2003: 5) consequently define action research as 
“… an enquiry and action … to improve some educational process … a personal attempt at 
understanding … which allows change … critical reflection and practical, problem-solving …”.  
McNiff and Whitehead (2006: 7) are in agreement with previously mentioned authors when they regard 
action research as an enquiry enabling practitioners to be self-reflective.  They do this by evaluating their 
own practices and asking themselves: ‘What am I doing? What do I need to improve? How do I improve 
it?’  Their accounts of reflective teaching demonstrate their endeavours to improve their own learning 
whilst simultaneously influencing the learning of others.  McNiff and Whitehead (2002: 8) consider these 
accounts as practitioners’ own theories of practice.  Whitehead and McNiff (2006: 20-21) further state that 
these theories are often tested against the critical response of others to test their validity.  To determine 
the validity of their theories, they verbalise the standards of judgement used.  This is done to evaluate 
whether the theories actually reflect the values underpinning their practices. 
 
I am guided in my daily teaching practice according to my own personal values and commitments.  I 
believe in and try to practise according to the values contained in the South African Council for Educators’ 
Code of Conduct.  These values include respecting the rights of others, acknowledging individuals’ 
uniqueness and exercising authority with compassion.  In aiming to provide equal opportunities for all 
learners, I will most likely be promoting democracy, social justice and fundamental human rights in my 
classroom. 
 
Hopefully, my emerging theories will then be a reflection of the values underpinning my practice (Pollard 
2005: 97).  I articulate my standards of judgement more by what I do and less by verbalising them.  I do it 
this way as I believe that action speaks louder than words.  The validity of my learning and teaching 
strategies are still exposed to being tested against the critical responses of my English colleagues and 
also my critical friends (Whitehead and McNiff 2006: 20-21). 
 
Kemmis and McTaggart (cited by Stringer, 2004) further explain what action research is by defining it as a 
“collective, self-reflective collaborative” investigation conducted by participants in social situations to 
improve their practices.  Reason and Bradbury (cited by Stringer, 2004) strengthen these views when 
they describe action research as a ‘participatory and democratic” process.  Stringer reiterates this when 
he states that action research focuses on “change, reflection, participation, inclusion, sharing and 
repetition (cycles)”. 
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In my endeavour to change my practice by trying to improve the reading abilities of my learners, I 
decided to embrace this new school of thought.  I decided, in view of my ontology and my acquired 
epistemology that my objectives will be obtained by adopting this methodology (McNiff & Whitehead 2002: 
16).  This is because it allows me as a classroom-based practitioner to focus on change.  It also allows me 
to generate theories reflecting my values and to promote democracy, social justice and human rights 
(McNiff, Lomax and Whitehead 2003: 12-16).  This brings me to the justification for my chosen 
methodology and why it fits in with the philosophical underpinnings of my study. 
 
3.4 A Motivated Explanation of Why this Paradigm Fits in with the Philosophical 
Underpinnings of my Study 
 
My choice of an action research methodology is a deliberate attempt to conduct my inquiry within a 
framework that will be true to my value and belief system.   I will aim to reflect my educational values 
within the context of my own practice.  It will also attempt to demonstrate my belief in the values of 
education as emancipatory.  The uniqueness of all individuals will be acknowledged and recognised in my 
learning and teaching methodologies.  This will be done by promoting inclusive methods.  Finally, I will 
endeavour to develop a theory of learning through action and reflection.  All this will be done whilst 
investigating the possibility of an improvement in reading abilities in my practice.  It is important to me 
that my learners and colleagues become collaborative participants in my research and that I am at its 
centre.  So, in the light of this, I hereby aim to show why my chosen tradition fits in with the philosophical 
underpinnings of my study. 
 
McNiff and Whitehead (2006: 12-13) indicate that in action research, the researchers are placed right in 
the midst of the inquiry.  This is done whilst accepting responsibility for demonstrating how they account 
for themselves.  Their accounts include their perceptions of their own positioning in terms of their 
ontological-, epistemological- methodological- and social commitments.  McNiff and Whitehead (2006: 22) 
elaborate on this by dividing the underpinning assumptions of action research in three sections: the 
ontological- epistemological- and methodological assumptions.  Let’s examine each one respectively. 
 
3.5 Ontological Assumptions 
 
Burrel and Morgan (1979: 1-9) identify ontology as the study of how we view ourselves in relation to 
others.  The ontological commitments that underpin action research include our values, morals and 
perception of ourselves.  Action research is conducted by practitioners who endeavour to live according to 
the values and commitments guiding them.   
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I live by and believe in the principles associated with democracy.  These principles include transparency, 
integrity, inclusivity, commitment and honesty.  They are underpinned in the Constitution of the Republic of 
South Africa (Act No. 108 of 1996).  These values also provide a basis for curriculum transformation and 
development in South Africa.  Therefore action research is a means by which I can act on and be true to 
those values. 
 
This brings me to the purpose of my study in which I choose to examine my practice as a classroom-
based practitioner.  I am asking the research question: “How can I help to improve the reading abilities 
of the Grade Nine learners in my class?”  I claim to advocate and promote democracy, social justice 
and fundamental human rights.  This is why my practice is based on the beliefs of theorists such as 
Ebersohn and Eloff (2003: 9), Freire (1993: 29) and Dewey (1916: 193).  These theorists all focus on 
acknowledging human dignity, promoting individuality and seeking improvement.  I plan to live by my 
value system and to exercise them in my practice by being morally committed whilst still respecting the 
values of others.  I will also aim to develop inclusive methodologies that nurture respectful relationships.  
This basically implies that I will recognise the uniqueness of others, irrespective of our differences.  In 
order to understand my ontology and where I am heading, I need to familiarise myself with the 
epistemological assumptions underpinning my study. 
 
3.6 Epistemological Assumptions 
 
Epistemology, according to Burrel and Morgan (1979: 1-9) has to do with our understanding and how we 
acquire knowledge.  The epistemological assumptions underpinning action research include the object of 
inquiry as the ‘I’.  It also includes the fact that knowledge is uncertain and that knowledge creation is a 
collaborative process.  Returning to my research question: “How can I help to improve the reading 
abilities of the Grade Nine learners in my class?”, I will refer to myself as the primary object of inquiry.  
This will be done by asking: ‘What am I doing?, ‘How do I improve what I am doing?’, ‘What are my 
learners doing?’, How do I improve their reading?’.  By asking these questions, I will aim to demonstrate 
how I hold myself accountable for what I do in my own practice.   
 
In searching for answers to my questions, I will not look for a fixed outcome which is generalisable or 
replicable.  Instead, I will try to produce my own developing theories by creating knowledge as I go along 
on my research journey.  Having examined my ontological- and epistemological assumptions 
underpinning my study, I now need to examine the methodological assumptions. 
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3.7 Methodological Assumptions 
 
McNiff and Whitehead (2006: 29) refer to methodology as the method in which research is conducted.  
The primary methodological assumptions of action research are that it is done by practitioners themselves 
and it is open-ended and developmental.  The main aim of action research is to improve learning with 
social intentions.  Action researchers take action and are mindful of the influence they may have in their 
own and other individuals’ learning.  I am seeking for ways to improve my own practice and my learners’ 
learning.  Therefore I intend investigating the occurrences in the social situation ‘out there’ as well as the 
happenings ‘in here’ in relation to my own learning.  I will be asking critical questions about the status quo 
and my current modus operandi.  My teaching and learning practice will also be under scrutiny by my 
critical friends and colleagues who act as my collaborators.  I will therefore bear in mind that the process 
of searching for answers is actually the methodology.  This is why I will aim to generate my own theories 
to explain how I am trying to bring about a transformation.  This transformation refers to an improvement 
in my own and others’ learning and social intent.  I will strive to achieve this by promoting a democratic 
evaluation of my own learning and teaching.  Now that I have explained how action research fits in with 
the philosophical underpinnings of my own study, I can justify why I chose this particular tradition. 
 
3.8 Justifying Why I Prefer Action Research as my Chosen Method 
 
To justify my chosen educational research paradigm within which I would situate my study, I need to 
return to my initial objective: improving my own practice.  The question that will receive special attention is: 
“How can I help to improve the reading abilities of the Grade Nine learners in my class?”  By 
choosing action research as my chosen method, I would situate my inquiry in my own unique situation.  
My chosen methodology will reflect my own educational values and beliefs.  I eliminated the positivistic 
approach, because it will imply reducing my learners to numbers.  In addition to this, positivists are 
objective and value-free, aim to find certainty, lead to generalisability, attempt to prescribe, predict and 
control situations.  Contrary to this, action research is subjective, value-laden emergent, non-
generalisable, non-prescriptive, unpredictable and control-free. 
 
Action research will enable me as practitioner to mirror my values and beliefs in my own practice.  The 
positivist approach on the other hand, is value-free and objective, therefore it does not encourage me to 
be subjective or collaborative at all.  The interpretivists, just like the positivists, maintain an approach of 
neutrality about social affairs (Popkowitz 1984: 44).  I cannot see myself remaining neutral to something 
which is so undeniably part of my learners.  Doing this would be a contradiction of my own living standards 
(McNiff and Whitehead 2002: 17). 
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The traditional researchers’ main objectives are to understand and interpret, not to bring about 
transformation (Popkewitz 1984: 434).  Action researchers differ, because they place emphasis on taking 
action and bringing about positive educational change based on their findings.  They are not just content 
with reporting findings to others stakeholders but are determined to improve practices through self-
development (Stringer 2004: 8).  My issue of concern is finding a way to improve the reading abilities of 
the Grade Nine learners in my class.  Change with the aim of improving is what I intend, therefore I will 
take action, which will hopefully lead to change.  I will therefore heed the advice of Kemmis and 
McTaggart (1988: 65) which states that deciding where to begin is a strategic, practical act.  This plan of 
action will hopefully produce the most powerful effect compatible with sustaining the struggle to change. 
 
Carr and Kemmis (1996) encompass my sentiments about action research when they mention that it 
involves taking action to discover the unknown in order to facilitate improvements.  Lastly, this 
methodology allows me, as an educator, to “be reflective of my own practice” in order to enhance the 
quality of education for my pupils and myself (Macintyre 2000: 2).  Before implementing solutions though, I 
have to decide on a research approach.  Within its framework, I will need to gather data to find evidence in 
support of my claim to knowledge. 
 
3.9 Ways in which the purpose of my Research, as well as the Various Data Gathering 
Methods, will Exemplify the Key Characteristics of my chosen Paradigm 
 
Stringer (2004: 3) states that action research is essentially qualitative or naturalistic, aiming to construct 
holistic comprehension of the complex social world within a classroom context.  My chosen method and 
design will therefore possibly reveal my subjective experience and the way I plan to construct meaning, 
interpret and respond to my issue of concern.  In seeking to improve reading abilities in my 
classroom, I will employ the action-reflection framework suggested by McNiff and Whitehead (2002: 92). 
 
I aim to practise democracy and inclusivity through developing diverse learning and teaching strategies 
to improve reading abilities.  This will be done in my classroom as I have chosen to be a classroom-based 
practitioner examining my own practice.  This obvious research approach would therefore be a qualitative 
research approach as it focuses on “phenomena occurring in natural settings” (Leedy and Ormrod 2001: 
147).  Qualitative research also involves examining phenomena in all its complexity, rarely trying to 
simplify what they observe.  Instead, they recognise that the issue they are studying has many 
dimensions, so they endeavour to portray it in its multi-faceted form.  Qualitative researchers believe that 
there isn’t necessarily a single, ultimate truth to be discovered.   
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They believe there may be multiple perspectives held by different individuals, with each respective view 
having equal validity or truth (Denzin and Lincoln 2000: 9).  One aim of a qualitative study, then, might be 
to reveal the nature of these diverse perspectives. 
 
I am a classroom-based practitioner, therefore the classroom will be a ‘natural setting’.  My learners are 
unique, multi-faceted and diverse individuals who cannot be simplified without infringing their basic human 
rights.  Their many dimensions have to be recognised and acknowledged in all its complexity.  I aim to find 
validity in my own perspective by developing my own emerging theories.  What better way to do this, than 
within the framework of qualitative approach as described above?  There are many qualitative research 
designs as stated by Leedy and Ormrod 2001: 149. 
 
The five most common are case studies, ethnography, phenomology, content analysis and grounded 
theory study.  The latter will be most suitable for my inquiry as it is the one least likely to begin from a 
particular theoretical framework.  On the contrary, the main purpose of a grounded theory approach is to 
begin with the data and use them to develop a theory.  The term ‘grounded’ refers to the notion that 
the theory that emerges from the inquiry is ‘grounded’ in data collected in field rather than taken from the 
research literature.  Data collection is field-based, flexible and likely to change over the course of the 
inquiry.  Anything of potential relevance to research question may be used.  The only restriction is that the 
data gathered must include the perspectives and voices of individuals being examined (Strauss and 
Corbin 1990).  Having chosen the appropriate approach and design, I now need to decide on my data 
collection techniques. 
 
3.10 Data Collection 
 
Data can be defined as pieces of information found and collected to provide evidence for statements 
made (Merriam: 1998: 70).  Data are constructed by researchers during the research process.  For 
example, fieldnotes, observations and questionnaires present a particular version of what occurred, as 
observed, comprehended and recorded by the practitioner (Lankshear and Knobel 2003: 172). 
 
I will, during the natural process of my reading teachings, make diary entries and observe in the 
classroom.  This will be used as evidence in support of my claims to knowledge or developing theories.  
All the data collection techniques will be qualitative in nature as they occur naturally (in the classroom). 
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Data collection is a means of “increasing our understanding of an issue under investigation” according to 
McNiff and Whitehead (2002: 94-7) who mention that data collection techniques fall into the following main 
categories: 
 Pen and paper techniques 
 Live techniques 
 Observation techniques 
I will employ all these data collection techniques. 
 
 Pen and Paper Techniques: 
I intended keeping field notes of occurrences pertaining to reading activities in my classroom.  I also plan 
to diarise my actions and reflections in my personal diary and logbook.  In addition to this I aim to report 
my own and others’ accounts of this learning journey.  Lastly, I plan to utilise questionnaires which will 
provide the ‘rich’ data I need. 
 
 Live Techniques: 
I intend employing socio-metric methods which are diagrams recording and reading activities.  I will also 
conduct interviews and discussions. 
 
 Observation Techniques: 
Whitehead and McNiff (2006: 65-71) mention that observation involves self-reflection whilst maintaining a 
reflective journal reflecting on things you have learnt from your own practice.  
 
The practitioner then comments on its significance.  It is diarised under ‘action’, ‘reflection’ and 
‘significance’. 
 
Sagor (2000: 19-20) suggests that action researches use a variety of data sources in an attempt to 
answer their research questions.  Wolcott (1994) agrees with this when he states that the strength of 
qualitative research lies in the collecting of information in a variety of ways instead of relying solely on one.  
I will therefore be using multiple sources of data, referred to as triangulation by Stringer (2004:  57) and 
others before him.  Why the need to gather data? 
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3.11 Gathering, Interpreting and Analysing Data 
 
McNiff and Whitehead (2005: 61 emphasize the significance of collecting and interpreting data with the 
aim of turning it into evidence at a later stage.  I will therefore need to focus on all issues relevant to my 
inquiry.  I will endeavour to interpret the data by asking questions such as: 
 What have I done? 
 What have I learned? 
 What is the significance of the learning? 
 How will the learning generate new actions? 
 
In order to ensure validity, I will do what Lincoln and Guba (1985) propose which is that practitioner’s 
record and review their own research procedures.  This is done to establish the accuracy, reliability and 
validity of phenomena studied.  In addition to this, Mills (2003: 127) mentions the importance of 
collaboration in the search for suitable methods to overcome common goals.  I therefore aim to encourage 
my colleagues to adopt my goal, which is, to improving the reading abilities of Grade Nine learners.  
However, we will still be working individually with an intervention we feel will be most appropriate for the 
learners in our classrooms. 
 
O’Hanlon (2003: 88) mentions that a teacher researcher’s professional concern for their learners extends 
their responsibility beyond the boundaries of the school, to parents, the community and all educational 
role-players.  She further states that this may lead to tensions and contradictions with wider interests when 
educators prioritize the educational interests of their learners.  This situation requires an ethical 
awareness of the practice of education to help decide on the best course of action.  The awareness 
develops from practice grounded in educational theory and research.  Carr (1987) asserts that practice is 
only educational when it occurs in a wider ethical awareness. 
 
3.12 Ethical Considerations  
 
Costello (2003: 40-41) stresses the importance of ethics in research.  Heeding his advice, I will bear in 
mind that involving other people in my research, demands a consideration of certain ethical issues.  It is 
required by law to show special consideration when you investigate issues pertaining to children.  My 
ethical considerations will therefore involve the following aspects: 
 Negotiating and securing access: by seeking permission in writing  
 Protecting my participants: by maintaining confidentiality, trust and respect 
 Assuring good faith: by creating a reputation for integrity 
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I investigated the 45 Grade Nine learners in my own class, I had a meeting with their parents to inform 
them about my plan of action and the rationale behind it.  I requested written permission from them 
(Appendix 2).  I also wrote letters of consent to my Principal of my school, the Director of Education and 
the Ethics Committee of NMMU (Appendix 3-5).  I have included blank copies of letters asking and 
granting permission. 
 
Where to from here?  I will, in the following chapter, describe how my situation was and how it unfolded.  
I will describe my own learning, my actions, my learners’ learning and their actions.  I know that my 
situation will improve simply because I am already experiencing a significant change in my own learning 
and actions on this discovery journey.  This was possible by simply interacting with relevant literature 
pertaining to my inquiry.  My next chapter will therefore deal with where I was and where I am heading 
to. 
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CHAPTER FOUR:  DATA COLLECTION 
 
4 INTRODUCTION 
 
Sagor (2005: 28) remarks that if individuals commencing a journey are uncertain of their final destination, 
they are inclined to randomly choose just any road.  This basically suggests that when we are unsure of 
where we are going, we tend to take wrong turns.  We also unnecessarily prolong our journey with detours 
or possibly end up where we did not actually intend to.  In our classrooms, this could imply using 
inappropriate learning and teaching strategies which could ultimately result in producing learners with 
inadequate skills.  To educators this is evidently a total contradiction of their initial hopes and intentions 
often resulting in feelings of defeat and frustration.  When this occurs, educators experience a complete 
sense of loss.  The reason for this state of affairs is mainly due to lack of planning.  Another contributory 
factor can be the time-constraints as learning opportunities do not often exist for going back or trying 
again.  There is a very real risk of educators losing their way and perhaps never reaching their intended 
destination.  This risk should serve as motivation to do effective planning for taking action in our 
classrooms.  Having a clearly defined vision is therefore an absolute necessity.  Without definite aims or 
objectives, it is highly unlikely that educators will attain the desired outcomes. 
 
Returning to the travel metaphor of Sagor (2005: 28), I reflect on my own journey as a classroom teacher.  
I begin with a reflection on my outcomes obtained thus far.  By monitoring my own practice, I will be 
focussing on four basic aspects.  They are: me and my learning, me and my actions, my learners’ 
learning and my learners’ actions.  This will hopefully give me an indication of where I was and where I 
am going to.  I will therefore be asking myself, ’What roads did I travel on my way to where I am right 
now?’ (Sagor 2005: 29).  This is a critical question as it is only logical to arrive at the assumption that if I 
choose the same road again, I will end up at the same destination!  If however, I intend to arrive at a better 
destination, it will be necessary that I take a different route.  This strategy will help me to learn from my 
past experiences and hopefully also to avoid repeating past mistakes.  So, in order to make my journey an 
educative one, I need to consciously seek the insights of others who have undertaken similar journeys. 
 
I should then benefit by learning from their successes and failures.  After all, if I want to accomplish the 
desired outcomes or improve my own practice, I need to figure out how I am going to alter my current 
‘modus operandi’.  Where do I start this process?  I’ll start in my own classroom, with myself, my own 
learning and actions and thereafter proceed to my learners’ learning and their actions and in the process 
formulate my own ‘living theories’ (Whitehead & McNiff 2006). 
 
IMPROVING THE READING ABILITIES OF GRADE 9 LEARNERS: A CLASSROOM-BASED INQUIRY                          MRS V.C. DIDLOFT 
 
 
 
REF:   AWARD M. ED FROM NMMU:  NOVEMBER 2008                   59 
4.1 Me and My Own Learning (My situation as it was and as it unfolded) 
 
My frustration to adequately address the reading barriers experienced by the Grade 9 learners in my 
classroom, drove me to initiate this research.  I gave serious consideration to my initial intention of finding 
possible solutions to my research problem; ‘Improving the reading abilities of Grade 9 learners in my 
classroom’.  I also hoped to possibly improve my own practice in order to overcome this obstacle.  My 
research question, ‘How can I improve the reading abilities of Grade 9 learners in my classroom’? 
involved various assumptions.  I presumed that both the teaching and learning strategies in my classroom 
needed improvement before my learners’ reading abilities could be improved.  I also presumed that if I 
changed my attitude, those of my learners will also change.  I commenced this discovery journey, greatly 
enthused and highly motivated to find solutions to my research problem.  In order to establish the extent of 
this problem, I did a Baseline Assessment of my learners’ existing knowledge and reading abilities.  This 
assessment is used to determine what learners already know or can do.  It also helps educators to plan 
their learning and teaching programmes as they are then able to find out exactly what is needed and on 
what foundation they can build (RNCS Grades R – 9 Policy – Languages, 2002: 4).  This assessment was 
done using a Grade 8 level comprehension text.  
 
I intentionally chose to use my own Baseline Assessment as it is my own classroom-based inquiry.  I 
needed a measurement which would test the abilities of my specific group and not the abilities of a 
general group of learners.  Firstly, I set five easy questions to test my learners’ comprehension.  Multiple 
answers were given and learners had to circle the correct answer.  Secondly, learners had to infer the 
meanings of five basic words within their context.  Lastly, a summary of the story was given in a 
scrambled order by using a minimum of five sentences.  Learners had to unscramble and put sentences in 
their correct sequence.  I then graded the learners according to their results.  Those who scored between 
1-5 were placed in the Below Average group.  Those scoring between 6-10 were placed in the Average 
group.  The learners who scored between 11-15 were considered to be in the Above-Average group.   Of 
the 45 learners, 28 learners were Below Average, 13 were Average and only 4 learners were Above 
Average group.  I attach the test as an Appendix and the test result are kept in the Archives dated 
January 2008. 
 
After this intervention, I also discovered that most of my Grade 9 learners failed to attain the desired 
outcomes pertaining to Reading and Viewing as required by the RNCS Grades R-9 Policy-Languages 
2002.  This Diagnostic Assessment is an assessment used to find out about the nature and cause of 
reading disabilities experienced by specific learners in my classroom.  This followed in February 2008.  I 
used the same text, but this time I handed a copy to each individual learner.  I asked them to read for one 
minute.  I used a stopwatch to time them.  
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They had to circle where they ended and had to indicate the amount of words read in brackets.  I then 
continued by testing them individually for Sight Words (I, my, was), Alphabetical Awareness (letters), 
Phonological Awareness (sounds), Segmenting (taking words apart), Blending (putting words together), 
Punctuation and Pronunciation (Bursuck and Damer, 2007: 31-129).  I also tested Inferring- (reading 
between lines), Imaging (creating pictures in mind), Sequencing- (correct order), Predicting- (guessing 
what is going to happen) and Summarising- (brief retelling of text), skills using the same text (Duffy 2003: 
81-133).  Again, most of the learners failed to meet the basic learning outcomes required of them 
according to the RNCS Grades R-9 Policy – Languages 2002.  Only six learners of the 45 learners 
managed to attain the desired outcomes pertaining to Reading and Viewing (RNCS 2002: 96-101). 
 
These shocking results forced me to search for intervention strategies which would help me to turn the 
situation around.  I had to change this hopeless situation into a hopeful one.  This challenge seemed 
daunting but one that I was prepared to tackle head-on.  This situation in my classroom was also the 
rationale for my commencing this journey, motivated to find solutions to a rapidly increasing problem.  The 
problem of the learners’ poor reading abilities almost certainly influenced their progress in the other 
learning areas.  This opinion was also held by my colleagues in the other learning areas who reported that 
the same learners who read poorly in my classroom, performed poorly in their classrooms (February 
2008).   
 
This is an expected correlation which, according to Rozmiarek (2006: 3-5) is due to the fact that all subject 
areas require learners to employ reading skills and strategies to attach meaning to a text.   If these skills 
are lacking, it is generally assumed by my colleagues and me that the learners will fail to perform or show 
progress.  I found this to be the case in my classroom at least.  Only 6 learners out of 45 displayed 
reading competence.  The 39 needed intervention to help them improve their reading abilities. 
 
My first step towards attaining this goal was therefore to enrol as a Masters Student at the Nelson 
Mandela Metropolitan University in Port Elizabeth.  My research topic was obviously related to my 
concern, which was, ‘Improving the reading abilities of Grade 9 learners:  A classroom-based 
inquiry’ I surely did not expect the rude awakening which awaited me!  This happened at our very first 
High Contact Session which took place at NMMU on Friday, 29th March 2007 to Saturday, 30th March 
2007.  The very presence of the academics in the form of our supervisors and the Research Committee 
were intimidating to say the least.  I was totally overwhelmed and utterly lost after terminology such as 
‘positivism’, ‘ontology;’ ‘epistemology’, ‘constructivism’, ‘paradigms’, ‘phenomenological study’ and 
‘methodology’ were used so frequently (Friday, 29th March 2007).  After the second session, I made the 
following entries in my diary at the end of the day:  “Am I doing the right thing? Didn’t I bite off more than I 
can chew?  I have absolutely no clue of what the supervisors are talking about?   
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Am I ever going to comprehend the intellectual jargon these supervisions so spontaneously utilise?  What 
on earth are they trying to say?  Why can’t they use plain English?  Do they have to be so bombastic?” 
(Saturday, 30th March 2007).  I felt as if I was way in over my head and after conferring with my fellow-
students, I felt better, because they totally echoed my sentiments.  We were already enrolled, the fees 
were non-refundable and so we decided to make the best of our situation by forming a support group.  We 
had discussions where we endeavoured to simplify things for ourselves by giving our respective 
interpretations of readings.  This was a great source of comfort to me as I was no longer alone in this, 
which made it a little more bearable. 
 
This uncertainty prevailed however, as proven at our second High Contact Session where we were 
required to submit 15 copies of the first draft of our proposals.  The session lasted 3 days, from Thursday, 
03rd May to Saturday, 05th May 2007.  This second experience was humiliating to say the least.  We were 
brought down to size.  My study colleagues for the M Eds and I somehow managed to make complete 
fools of ourselves as we exposed how much we still needed to learn about the research process.   Our 
proposals varied from poor to very poor.  During our individual presentations, we were interrogated by our 
peers and supervisors.  We had to reveal the rationale behind our study, our aims, objectives and plans of 
action.  This was rather intimidating and two of my colleagues broke into spontaneous tears.  As 
educators we were used to being in charge, but now the tables were turned and we were on the receiving 
end.  I diarised my experience at the end of that session as follows: “Will I ever meet the required 
standard?  Do I have what it takes to undertake this study?   Will I ever reach the stage where my 
academic writing becomes natural? Am I capable of critically evaluating my own and others’ work?  Why 
do I do this?  How am I ever going to find time to read all the relevant literature?  Is it possible to find 
solutions to my specific research problem?  What can I achieve that others before me failed to?  Is it worth 
it?”  (Saturday, 05th May 2007). 
 
My next encounter which occurred on Thursday, 31st May to Saturday, 2nd June 2007 with the Research 
Team proved less intimidating even though we had to do individual presentations again.  This time we 
were divided into two groups, the Action Research Group and the Traditional Research Group.  It also 
helped that our supervisors now engaged in an advisory and guiding mode rather than a critical mode.  
During our interaction we reflected on our respective research journeys thus far and we managed to learn 
much from our peers and supervisors.  Slowly but surely I witnessed my own intellectual growth and 
insight.  My diary entries reflected my restored and new-found confidence as follows:  “I have more clarity 
regarding my own ontology now! I have a better understanding of my own epistemological stance at this 
stage of my journey!  I am looking forward to being the agent of change in my own classroom.  I cannot 
wait to engage in relevant literature which will help me find possible solutions to my research problem!  
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This is such an exciting venture!  Wow, I cannot believe that I am able to construct my own knowledge 
and possibly be part of new knowledge creation!”(Saturday, 02nd June 2007). 
 
Apart from meeting as a group, we also met individually with our respective supervisors.  Our fourth High 
Contact Session took place on Thursday, 02nd August to Friday, 3rd August 2007.  We now had to 
present a complete chapter.  My first chapter received great reviews (after several attempts) and I was 
now well on my way to delivering the standard of work required of a Masters Student.  I felt I was now 
making progress as I had managed to improve my own learning and I could now venture into 
endeavouring to take action to improve my learners’ learning and their actions.  My diary entries mirrored 
my sense of accomplishment when I wrote:  “I am making good progress with Chapter 2 and am satisfied 
with what I have accomplished so far!  I am definitely going to attain my goal, IMPROVING MY GRADE 9 
LEARNERS’ READING ABILITIES! I am driven by my passion for what I am doing!  This is really an 
enjoyable exercise.  I just hope it finds favour with my God-sent, Professor Holderness (my supervisor)!  I 
am satisfied with my final draft (after several attempts). I have conquered my mountains and given all 
credit to my Creator and my wonderful, supportive supervisor.  I am well on my way to contributing to new 
knowledge!  Me, a knowledge creator?  Who would have imagined that?”   (Friday, 29th September 
2007). 
 
Before the end of November 2007, I submitted Chapter 3.  By now I could claim that I have enhanced my 
own cognition and could analyse literature critically.  I could also present a reasonably accepted piece of 
writing.  I could now utilise my newly acquired epistemology to transform my own ontology.  My learning is 
still a process and not a product and it is still developing as I undertake this very exciting journey.  What 
did I do with this newly acquired knowledge?  I took the next step, which was trying to improve my own 
situation first by commencing an inquiry into my own practice.  My first challenge was to focus on sharing 
power rather than stubbornly holding onto authority and control as an educator.  As a newly emancipated 
educator, I now needed to let go of unilateral and dictatorial decisions about what I thought learners 
should learn, trusting learners to learn spontaneously and naturally, within a social context, without a 
formal, structured prescribed lesson plan (Savin-Badin 2003: 35).  Another important factor that I had to 
take cognisance of was that my primary rationale for undertaking this journey was to influence and 
facilitate an improvement in the reading abilities of my participants.   
 
My rationale is emphasized by the words of Sagor (2005: 5) who notes that research in itself is a worthy 
pursuit, but the only justification for classroom practitioners investing their valuable time in research is that 
the inquiry holds promise for helping them to be more successful with their teaching.  So, bearing in mind 
that I might be instrumental in facilitating improvement in the reading abilities of my own Grade 9 learners, 
I am driven to continue this exciting venture.   
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It will be a lengthy process which may have many twists and turns, but I am looking forward to the 
challenge. 
 
Undertaking a research journey requires formalities such as obtaining permission from the various role-
players.  These are ethical consideration which protects the rights of all the participants involved in the 
research.  Costello (2003: 40-41) stresses the importance of this when he warns that all people involved in 
a research study deserve to have certain ethical issues considered.  Ethical considerations and values are 
inextricably linked (David and Sutton 2004: 53).   I therefore decided to comply with the ethical measures 
required of a researcher as I agreed that my participants needed their rights to be protected and also 
needed to be assured of their privacy and confidentiality (McNiff and Whitehead 2005: 10).  I obtained 
ethical clearance from the Ethics Committee of Nelson Mandela Metropolitan University where I am 
conducting my study.  I was also given consent by the parents of my participants, the Director of 
Education and the Principal of my school to proceed with my study.  (Appendices 1 to 5).  I also had a 
meeting with my participants’ parents prior to this process to inform them about my plan of action and the 
rationale behind it.  Now that the formalities were taken care of, I could proceed and equip myself for what 
lay ahead.  Endeavouring to find ways of improving the reading abilities of my Grade 9 learners, I 
needed to consult some experts to expand my own understanding of the reading process. 
 
Improving reading skills is not an easy task and if my starting point were to be the undertaking of the 
reading process, I needed a plan of action.  Where would I start?  I reasoned that a good place would be 
to start with the Foundation Place educators.  I contacted primary school principals of neighbouring 
schools to seek their permission to visit their schools and the classrooms of a few Foundation Phase 
educators.  After I had explained the rationale behind this, they agreed, especially since their schools were 
our feeder schools and we had to build on their foundations.  I obtained permission and visited the 
classrooms of two Foundation Phase educators. This proved to be very informative and useful as I have 
gained valuable information and could observe the theory in practice.  Both schools were visited during 
the first week of May 2008 (5th and 9th May 2008).  I also sought the advice of a Reading Specialist who 
had a practice not far from my school (12th May 2008).  In addition to this, I visited a few Remedial 
Teachers (13th – 16th May 2008).  I also attended a Reading Workshop organised by the Department of 
Education.  This workshop was presented by Annatjie Hanekom, a Reading Specialist based in Cape 
Town (Monday, 9th June – Friday, 13th June 2008).  We were issued with attendance certificates which I 
attach as an Appendix.  Now that I had familiarised myself with the essentials of teaching reading, I felt 
confident enough to help my learners who struggle with basic skills such as alphabetical awareness, 
phonetical awareness, segmentation, blending and phonics. Previously I had some theoretical knowledge 
about these skills, but now that I had attended practical demonstrations, I felt more equipped to help my 
struggling learners overcome their obstacles connected to a lack of these skills.   
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I obtained permission from Annatjie Hanekom to use some of her strategies for the purpose of my study 
and also for my classroom inquiry (14th May 2008).  Now that I have improved by OWN LEARNING, it was 
time to move on to the next stopover on my journey, ACTING ON MY KNOWLEDGE or what do I do with 
my newly acquired knowledge? 
 
4.2 Me and My Action (What were my options for action? What did I do?) 
 
Now that I had enhanced my own epistemology, I needed to act on it.  I therefore made a conscious 
decision to live out one of my own principles, which is ‘When you don’t do what you SHOULD, you will 
never get what you WANT.’  I knew better, therefore I would do better!  Reflecting on my current practice, 
I contemplated what I intended doing now that I was adequately equipped with the necessary 
epistemology to improve my own ontology.  Throughout this journey, I am guided by my inherent value 
and belief system which justify whatever action I engage in (McNiff and Whitehead 2006: 23-24).  These 
values are contained in the SACE Code of Conduct and also in the Constitution of the Republic of South 
Africa no. 108 of 1996 no. 7, 9 and 10 (Oosthuizen and Rossouw 2003: 13, 14, 185 – 188).  They are also 
contained in the Revised National Curriculum Statement (2002: 1-4).  These values basically encompass 
creating equal opportunities for all people.  It also advocates respecting the basic human rights of 
everyone, treating all people fairly, practising in a non-discriminatory manner, acknowledging the 
uniqueness of all people, recognising learners as partners in education and encouraging each learner to 
realise their full potential.  I embrace and take ownership of these values as they reflect my own.  My 
practice is embedded on these values but ultimately my goal is to unleash the untapped potential of each 
leaner in my classroom. 
 
I intend turning this vision into reality by implementing the advice of a few great individuals whose wise 
words seem so appropriate to what I am trying to achieve.  These words of wisdom epitomise my purpose 
driven and value-laden goal, which is improving the reading abilities of Grade 9 learners in my classroom.  
The first great individual, whose words so powerfully impacted on me, was Mohatma Ghandi who advises, 
“Be the change you want to see in the world”  I aim to be an agent of change in my practice in order to 
facilitate improvement in my own classroom initially and ultimately in the practices of my colleagues and 
others.  I do not intend to change the world, but fully intend to change the world of the Grade 9 learners in 
my classroom.  If, in the process of this possible change, other educators are positively influenced or even 
motivated by an improvement in my practice, then this journey would have been worthwhile! 
The second individual causing me to reflect on and change my current ontology, is Ernest Hemingway 
who so aptly asserts, “Now is no time to think of what you do not have. Think of what you can do with 
what there is!”  
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 These words confirm my own value and belief system as my philosophy has always been not to focus on 
what I do not have, but on what I have at my disposal and to make the best of it.  My learners may not 
have competent, efficient reading abilities, but they have reading abilities with which I can work.  I just 
need to improve what they already have – this is a challenge and not considered an obstacle at all! 
 
The third individual, whose words influenced me, is Johann Wolfgang Von Goethe who claims, “Treat 
people as if they were what they ought to be and you will help them become what they are capable of 
becoming.”  These words of advice strengthens my own Christian conviction as I base my daily practice 
on the Biblical principle of 1 Thessalonians 5 verse 14 and 15 which commands that the weak be patiently 
assisted and their needs addressed.  This is what I do in my daily teaching. I plant a seed of confidence in 
my learners, urging them forward, encouraging them, and lifting them when they are struggling, believing 
in them more than they believe in themselves and endeavouring to unlock their untapped potential.  I 
firmly believe that it is not what you are, but more about what you can become!  I fully intend helping my 
learners to become what they were created to be.  Everyone needs to be affirmed and told, ‘You are a 
winner or you are great!’  Tell people they are great and they will start believing it and rise to your 
expectations.  Everyone has seeds of greatness inside of them (Covey 2006: x). 
 
All we need sometimes is the help of someone who believes in us and the seed of greatness will take root 
and grow.  I daily plant that seed of confidence in my learners who after having met with failure for so long, 
have began to anticipate failure every time they are challenged with a task in class (Thomas and 
Robinson 1972:  124).  It just takes a tiny seed of hope to help my learners realise the potential they 
already possess (Ebersohn 2003: 19).  I daily use simple affirmation strategies to speak faith into my 
struggling learners.  I search until I find an attribute in each of my learners.  I am generous with well 
earned compliments and appreciation.  These can become valuable and sometimes their only treasures.  
Simple words can make a huge difference.  I take time to speak encouraging words which give wings to 
my learners and help them become what God intended for them.  Sir Winston Churchill summed it up so 
aptly when he stated, “Continuous effort – not strength or intelligence – is the key to unlocking our 
potential. 
 
To validate the above-mentioned claims, I need to relate particular incidents occurring in my classrooms.  
During the first term of 2008, I did a Short Story with the view of integrating all the Learning Outcomes in 
one particular lesson (February 2008).  I intended for learners to develop the Listening, Speaking, 
Reading and Viewing, Writing, Thinking and Reasoning, Language Structure and Use Skills from 
this one lesson.  I started off with a Pre-Reading exercise where I tapped into what they already knew.   
I noticed that learner A did not even attempt to make eye contact with me.  I then led the learners into the 
text by demonstrating the reading skills and techniques.  I did this by modelling Scanning, Skimming and 
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Reading with Comprehension (Hattingh and Du Bruyn 2003: 9 – 11).  I also simultaneously utilised 
Inferring, Predicting, Imaging and Summarising (Duffy 2003: 81 – 125).  We then had a class 
discussion about the theme of the story.  Hereafter, volunteers were asked to read.  The normal procedure 
of questioning followed.  During the entire procedure, Learner A seemed extremely distant and detached.  
Whilst the others were engaged in an activity, I casually approached leaner A and gently requested 
him/her to read a fairly easy paragraph.  Learner A started to tremble visibly and nervously informed me 
that he/she could not read.  When I investigated this claim, it appeared to be true – this leaner could not 
even identify easy sight words, write properly or construct a simple sentence.  It decided to search until I 
found something the learner could master. 
 
When I allowed the groups to dramatise and role-play the story, Learner A eagerly participated.  Learner A 
had great acting abilities!  I gave recognition to this accomplishment and acknowledged Learner A by 
praising him/her as follows: “Well done …, your performance was extremely impressive.  I liked your 
interpretation of …. character!  You made your group very proud of you and managed to help them score 
a good mark!’   Learner A immediately transformed and the nervousness made way for a new-found 
confidence.  When I later taught some individual foundation skills with to Learner A, the metamorphoses 
was unbelievable.  Learner A even volunteered to sound out words on his/her own by offering, “I want to 
try to sound out these words on my own!”  (February 2008).  This was validation that a sense of 
accomplishment can motivate learners become what they are meant to be.  Since then, I have deliberately 
included motivation and genuinely earned praise into my daily practice.  Learner A is progressing slowly 
but surely! 
 
Another incident occurred when Learner B was continually misbehaving and disruptive in class.  While I 
assessed learners for Reading Aloud, Learner B raised his/her hand and asked for permission to leave the 
classroom.  I reminded Learner B of the classroom rules and refused to grant permission.  The closer it 
came to Learner B’s turn to read, the more restless he/she became.  When the learner just before Learner 
B started to read, Learner B approached me and told me outright, “I am not going to read.  I hate reading, 
it is boring!”  (March 2008)  I immediately realised that Learner B’s behavioural problems could possible 
be linked to his/her reading disabilities.  Adolescents can be very cruel and learner B displayed disruptive 
tendencies to camouflage his/her deficiency.  Learner B would rather face the educator’s wrath than his 
peers’ ridicule.  When I later worked with Learner B on a one-on-one basis, I discovered that the said 
learner was rather eloquent and had great organisational skills.  I encouraged and motivated this in group 
work and Learner B is currently also taking baby steps towards improving his/her reading ability. 
Both incidents can be validated by two colleagues in the English Department as I invited them to my 
classroom informing my learners that they were there to witness demonstration lessons.  What actions 
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followed these in my classroom?  Join me, as I take you further along on my journey to share what I did to 
reach every learner, but especially those struggling to cope. 
 
Essentially, part of taking action was engaging with relevant literature.  It is here that I stumbled upon 
theorists who influenced my action.  I start with Anfara and Metz (2006: xvi) who cite Abraham Maslow 
(1954) commenting that human beings have different needs, some more important than others.  In order 
to demonstrate the understanding of human motivation, Maslow grouped human needs into 5 basic 
categories arranged hierarchically from least significant to most significant.  He contends that the most 
significant needs only become important once the lower needs are addressed.  Lower order needs 
therefore have a direct influence on the higher order needs.  This basically implies that if least significant 
needs are not met, deficiency may occur in the other needs.  The following diagram is an illustration of the 
hierarchy of needs as used in Maslow’s theory of motivation (Donald, Lazarus and Lolwana 2002: 123). 
 
        
 
          5        SELF- 
                       ACTUALIZATION 
                          (to develop into  
  what one is capable) 
 
             4                        ESTEEM 
             (self-esteem, respect) 
 
     3                SOCIAL AFFILIATION 
             (love, belonging, acceptance) 
     
      2              SECURITY AND SAFETY 
          (physical safety, financial security) 
 
     1              BASIC PHYSIOLOGICAL NEEDS 
          (food, water, shelter) 
      
 
Maslow’s theory of motivation 
 
Maslow’s theory makes me aware of the fact that my learners need to have their most fundamental basic 
needs seen to before they can ultimately be developed into what they are actually capable of becoming.  I 
need to ensure that they are fed, sheltered, safe, loved and recognised by their peers even before I can 
start unlocking their potential.  This prompted me to start a soup kitchen at my school.  I basically 
approached all the surrounding Spaza Shops and requested donations.  We now provide 150 needy 
learners with at least one loaf of bread per day.   I delegated two parents to take ownership of this project 
which now runs on a daily basis.  I also started a project where I finance an entrepreneur (a learner) to 
start his/her business (selling sweets, starting a barber shop, etcetera).   
 
After a profit is shown, the said learner must give my money back and it is then used to finance another 
learner (only my own Grade 9 learners are used).  I heeded Maslow’s advice, because I realised that I 
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would not be able to accomplish my desired outcomes if I did not follow his hierarchy of needs.  By doing 
this, I am adhering to my own values and those underpinned by the RNCS Grade R-9 Languages 2002.  
Incorporating Maslow’s hierarchy of needs has now become part of my daily teaching and learning 
strategies to enable my learners to develop into what they are capable of becoming. 
 
These daily teaching and learning strategies are built on the Social Constructivists Learning Theory which 
I embrace and support.  It is also a perspective that is central to, and underpins the outcomes based 
approach to education (OBE).   
 
According to Epstein (2002: 4), Social Constructivism is based on the following general principles of 
learning: 
 Learning is active process. 
 Learning is a developing process. 
 Learning involves language. 
 Learning is a social activity. 
 Learning activities involve thinking. 
 Learning takes place in relation to existing knowledge. 
 One needs knowledge to learn. 
 It takes time to learn. 
 The key component to learning is motivation. 
 
Embracing these principles and taking ownership thereof made me realise that I needed to take the 
following actions: 
 I needed to mediate action to make learning an active process. 
 I also needed to create the context, activate an interest, stimulate my learners, arouse their 
interest, instil confidence, invoke co-operation and make them curious. 
 I then started to make a concerted effort to teach vicariously in order to make learning an active 
process in my classroom. 
 
This is work in progress and the results are yet to be seen.  Taking cognisance of the fact that learning is 
a developing process however, I expect emerging positive results as I go along on my discovery journey. 
Lev Vygotsky (1978), a social constructivist, claimed that everyone has their own level of understanding 
or Zone of Proximal Development (ZPD).  This challenged me as an educator to work on my learners’ 
ZPD to elevate and expand their understanding of the learning process.   
I just needed to tap into the knowledge they already posses in order to take them to a higher level of 
understanding.  I now realised that all my learners can read!  This realisation was further strengthened by 
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Kuhn and Meiring (1984) who allege that all humans learn through listening and experiencing, (informally) 
initially and later (formally) through language. 
 
Kuhn and Meiring (1984: 2) have shown that children have an innate ability to process selectively and to 
generate new sentences.  They learn by imitation.  Each child therefore comes into the classroom already 
equipped with language structures or deep structures of their own.  They utilise these without realising that 
they are grammatical structures.  The educator just needs to mediate their deep structures (prior 
knowledge) with the surface structures (information within text).  The meeting point of the deep structure 
(reader) and the surface structure (text) is where understanding takes place.  This needs to be facilitated 
by the mediator or educator (Hanekom 2008:2). 
 
Learning therefore involves language, but is a developing process where learners are actively engaged in 
thinking and reasoning activities whilst simultaneously utilising their prior knowledge.  It is also a process 
where newly acquired knowledge is timeously used in conjunction with motivation negotiated by a 
mediator to learn (Epstein 2002: 4). 
 
Social Constructivism is a process whereby learners construct their own knowledge, implying that they do 
not merely need to absorb information, but actually need to interact with the world around them.  
According to Epstein (2002: 4), this is a perception supported by theorists such as John Dewey (learning 
by experience), Jean Piaget (learning through discovery), Lev Vygotsky (learning within social context), 
Jerome Bruner (new concepts embedded in prior knowledge) and Benjamin Bloom (building a prior 
knowledge).  These theorists’ claims emphasize my own belief that learners can no longer have a passive 
role in their own learning.  I need to mediate meaning and to help the learners construct and discover their 
own learning by tapping into the knowledge they already possess, using their own experiences, social 
contexts and prior knowledge.  I especially find Bloom’s theory useful in my daily practice.  
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His theory (Bloom 1956) is based on 6 categories in the cognitive domain.  They are: 
 
Knowledge  (learners need a foundation on which to be base new knowledge) 
  
Comprehension: (understanding shown in text) 
 
Application:  (utilise what has been learnt in new situations) 
 
Analysis:  (questioning to promote critical thinking) 
 
Synthesis:  (to form a whole from parts – see bigger picture) 
 
Evaluation:  (to form a judgement) 
 
 
Bloom’s taxonomy – (Bloom 1956) 
 
These levels of thinking are a developing process of thinking progressing from lower (knowledge) to 
higher (evaluation) thinking levels.  This argument is further endorsed by Vygotsky (1978) who comments 
that intellectual skills are progressively mastered by children when they first learn a skill like reading.  
Winch and Gingell (2004) add to these arguments by remarking that learning involves the learner getting 
better at something.  Learning therefore, by its very nature, is progressive – when such progress is 
impossible, then learning cannot take place!  I see evidence of progress (albeit small) in my classroom, 
therefore learning is indeed possible!  All these previously mentioned statements challenged me to be the 
agent of change, stimulating the learners in my charge to progress from struggling readers to independent 
readers.  I am therefore newly inspired by these Social Constructivist theorists to continue on this 
educative journey, applying their approaches in my daily learning and teaching strategies. 
 
I have adopted a cyclic approach which entails three basic steps which are interrelated and sequential.  
The three basic steps (approaches) are: 
1. Back – to – basics (Bloom 1956) 
2. Scaffolding (Vygotsky 1978) and 
3. Prompting and praising (Ebersohn 2003). 
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This cyclic approach is illustrated by my own reading model as follows: 
 
 
A.  PRE-READING PHASE 
(INTRODUCTION) 
MY OWN 3 – STEP READING MODEL 
 
 
B.  DURING READING PHASE 
(PRESENTATION) 
 
C.  POST-READING PHASE 
(APPLICATION) 
 
MEDIATOR 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
READER                                                    TEXT 
   
 
 
 
         REFLECT                            PLAN                               ACT                          EVALUATE 
 
 
As illustrated, my reading model basically comprises three phases: 
 Pre-Reading Phase 
 A During Reading Phase and 
 A Post Reading Phase 
 
The Reflection  Planning    Acting Evaluation Cycle is done throughout the teaching and 
learning process in a cyclic manner.   
 
 
 
 
 
 
 
 
 
 
1 
BACK-TO-
BASICS 
 
3 
MOTIVATION 
 
2  
SCAFFOLDING 
ACTIVE 
PRIOR 
KNOWLEDGE 
 
 
 
APPLICATION 
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To explain the reading model, I need to describe the phases respectively; 
 
A. The Pre-Reading Phase (Introduction Phase) 
                                                                                   MEDIATOR           
 
 
 
 
 
          ACTIVATING 
                PRIOR 
                                                                                 KNOWLEDGE 
 
 
   
 
 
     REFLECT                              PLAN                            ACT                              EVALUATE 
With this diagram, I hope to illustrate the first step in my cyclic reading model, namely the Pre-Reading 
Phase.  It is also an introductory phase where context is created by the mediator.  It leads up to the other 
phases.  I use a broken line triangle as it represents a pause or yield with unlimited opportunities (solid 
lines and circles represent limits or barriers and stops in traffic signs).  The triangulation process is one of 
gaining different perspectives of the same event (Sagor 2005: 93), being the reading process in this case.  
The perspectives of three different role-players, the text, the reader and the mediator are gained during 
the reading process.  During the Pre-Reading Phase, the role of the mediator is to negotiate meaning by 
tapping into the reader’s prior knowledge and creating context through innovative measures.  Prior 
knowledge, according to Rozmiarek (2006: 22) helps learners to master the skill of making connections.  It 
is also, according to Hanekom (2008: 2) one of two commodities needed to reach the point of 
understanding in a text, the other being surface structures (grammatical structure found in text).   
 
 
 
 
 
 
 
 
 
    READERS TEXT 
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Hanekom (2008: 2) illustrates this process as follows: 
 
 
  
        INFO FROM TEXT 
               (SURFACE STRUCTURE) 
 
 
 
MEETING POINT = COMPREHENSION (CONNECTION) (ZPD) 
 
 
 
    INFO FROM READER 
                                                                                  (DEEP STRUCTURE) 
 
 
 
Basically, learners need to bring something into the text in order to get anything from the text.  The more 
they bring into the text, the more meaning they will get from it.  The Pre-Reading Phase serves to arouse 
learners’ interest, to motivate, comfort and stimulate them and generally to put them at ease.  This 
phase should be a very natural occurrence and should be done in accordance with the Critical Outcomes 
of the RNCS Languages Policy 2002 which is basically guiding learners to gather information, 
communicate effectively, solve problems, work collaboratively and develop thinking skills.  Knowledge, 
skills, values and attitudes (SKAVS) are also integrated into the process (RNCS Languages Policy 2002).  
This may be done through innovative activities such as: 
 K W L (What do we KNOW? WANT to know? Have we LEARNT?) 
 Mindmapping (learners make word associations) 
 Word recognition skills (key and high frequency words) 
 Word attacking skills (using meaning activities) 
 Questioning (Who? What? Where? Why? How? What if …? Do you think …?) 
 Discussions, experience, posing problems 
Once context is created, learners are ready to be led into the next phase (Note that the process of 
reflecting, planning, acting and evaluating occur naturally as claimed above). 
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2 3 1 
BACK-TO-BASICS SCAFFOLDING MOTIVATION 
1 
BACK-TO-BASICS 
 
B. The During-Reading Phase (Presentation) 
 
 
  
  
 
  
 
 
        REFLECT                             PLAN                              ACT                          EVALUATE 
 
This is the phase where the actual reading will take place.  This is also an in-text experience.  Cycles 1 to 
3 are interrelated and sequential.  Reflecting, planning, acting and evaluation are incorporated with every 
cycle. 
 
B1 Cycle 1 – Back-to-Basics (Bloom 1956) 
 
 
  
 
 
 
 
 
 
        REFLECT                              PLAN                              ACT                          EVALUATE 
 
This cycle basically entails ensuring a foundation on which to build new knowledge (Bloom 1956).  This 
process may consist of the teaching of grammatical rules, phonics and alphabetical awareness, sight 
words or vocabulary skills.  If learners possess a poor ‘bank’ of these, the mediator needs to strengthen it 
before adding new knowledge.  Bloom (1956) is of the opinion that learners need some knowledge before 
they can comprehend, apply, analyse, synthesise or evaluate a text.  If learners do not possess the lower 
cognitive levels such as basic knowledge and understanding, they will not progress to higher levels such 
as analysing or synthesising.  If however, the foundation is solidly established, the mediator can safely 
proceed to the next cycle, which is scaffolding (after the reflect-plan-act-evaluate cycle). 
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2 
SCAFFOLDING 
B2. Cycle 2 – Scaffolding (Vygotsky 1978) 
 
 
 
 
 
 
 
 
 
        REFLECT                              PLAN                              ACT                          EVALUATE 
 
The cycle is based on Lev Vygotsky’s (1978) scaffolding model and his Zone of Proximal Development 
(Byrnes 1996: 31).  It is a process where the mediator gradually scaffolds the learners in making meaning 
and taking them to the next level of skills and understanding.  It can be best explained by the following 
illustration: 
 
 
STEP 4                 LEARNERS DO, MEDIATOR WATCHES 
 
 
STEP 3                 LEARNERS DO, MEDIATOR HELPS 
 
 
STEP 2                 MEDIATOR DOES, LEARNERS HELP 
 
 
STEP 1                 MEDIATOR DOES, LEARNERS WATCH 
ZP
D
 
 
 
 
 
 
 
 
 
 
Vygotsky’s Scaffolding  
Model (1978) 
 
This model comprises a Bottom-up approach where learners are taught through the principles of 
progression.  This consists of four basic steps where learners gradually progress from watching the 
mediator modelling or demonstrating, to ultimately doing it independently.   
 
The mediator practically demonstrates by modelling the reading process - utilising reading skills and 
strategies.  Learners then follow steps 1 to 4 under the mediator’s guidance.  Mediator reflects, plans, acts 
and evaluates.  The learners are now ready for Cycle 3, the motivating process. 
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3 
MOTIVATION 
B3 Cycle 3 – Motivation (prompting and praising) (Ebersohn 2003: 19) 
 
 
 
 
 
 
 
 
               REFLECT                              PLAN                             ACT                              EVALUATE 
 
This cycle is where motivation (praising and prompting) occurs.  A person can only motivate if he/she is 
motivated him/herself.  Donald, Lazarus and Lolwana (2002: 122) reinterate this when they so aptly 
advocate that no teaching and learning can be effective unless attention is paid to every learners’ 
motivation or will to take on the challenges posed by learning itself.  I am therefore driven by my values 
and principles which make me a compassionate educator who takes ownership of my practice.  I do what I 
do because of my conviction and not what is expected of me.  I have therefore internalised the principles 
for teaching reading from an OBE and RNCS context, because it reflects my own value and belief system.  
The outcomes required are not what I have to accomplish, but what I want to accomplish as it has 
become an extension of what I value.  It is therefore easy for me to motivate and drive my learners to 
attain the required outcomes as it displays what I believe in. I support holistic development, transparency, 
learner centredness, flexibility and critical and creative thinking which are all OBE features. Holistic 
development strengthens the values I live by which are based on basic human rights such as recognising 
democracy, inclusivity and individuality of all individuals.  Motivating my learners comes naturally to me 
and is part of my daily practice. 
 
Ebersohn (2003: 19) reminds us that each individual has strengths and educators only need to find that 
potential and unleash it to bring out the best in learners.  Most of my learners come from impoverished 
backgrounds where they hunger for some affirmation. The majority of them display poor reading skills or 
suffer from some form of learning disability.  They therefore anticipate failure before they even commence 
an activity. 
 
My challenge is to turn this situation around and provide them with some sense of accomplishment.  I 
consider it my duty to search until I find something positive to comment on, even if it is a neat handwriting, 
beautiful illustration, correctly pronouncing a word or correctly spelling a fairly easy word.  
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I take great joy in a learner’s face lighting up when I say, “Well done … you managed to spell this word 
correctly!” or “I am proud of you”! or “Wow, I am impressed with your predicting or inferring skills”!  These 
attributes are not difficult to find or remark on if I intentionally make an effort to search for something 
positive.  
 
Praising however, always needs to be genuine otherwise learners can be cruelly misled or made to 
believe that they possess skills they perhaps do not.  Not all educators are capable of searching for the 
good in their learners, but if it brings out the best in learners, it is certainly worth trying.  Even the 
undisciplined learners will respond better to praise than criticism (Kuhn 1984:  119).  Before moving on to 
Phase 3, educators need to reflect, plan, act and evaluate. 
 
C Phase 3 – The Post – Reading Phase (Application) 
 
 
 
 
 
 
 
 
 
 
 
                REFLECT                              PLAN                              ACT                          EVALUATE 
 
This phase comprises the application of newly – acquired knowledge to new or different, but relevant 
situations (Weaver 2002: 44).  The triangle in broken lines again represents a pause and unlimited 
learning opportunities.  The triangle point downwards which indicates the flow of accumulated knowledge 
which will be utilised within the social setting the learners find themselves in.  This is the point where 
learners are set free to test whether they can independently apply newly acquired knowledge to relevant 
social settings.  If they can, the learning process was successful.  If they cannot, reflection, planning, 
action and evaluation need to be repeated. 
 
 
 
 
 
 
APPLICATION 
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Finally, I have come to recognise the importance of bringing FUN back into the learning and teaching 
process.  I have discovered, in my classroom that learners tend to co-operate more readily if they ENJOY 
what they are doing.  Also, the 6 learning outcomes are all I need to teach a child to read, but I need them 
all – I cannot teach one without the other.  This reading model can only work if I make provision in my 
lesson plans for diffentiation.  I must provide for activities which will cater for the needs of all, less-abled, 
abled and more-abled learners.  Also, and very importantly, the role transition from teacher to mediator 
demands revising my assumption about what it means to be a classroom educator.  It is a challenge, 
since it invariably demands acknowledging diminishing or sharing power and control when changing roles 
(Savin-Baden 2003: 35). 
 
Transition therefore becomes apparent in the mediator’s attitude towards their profession and also in the 
physical aspects of the classroom setting.  Mediators now need to look at how they teach and also at the 
setting as it affects the social interaction and the process of teaching and learning (Donald, Lazarus and 
Lolwana 2002: 170).  I have changed the way I teach and also my classroom setting as follows: 
 
Mediator          Mediator 
     
   Learners              Learners 
          
 
   CHANGED FROM      TO  
(Donald, Lazarus and Lolwana 2002: 170) 
 
This change of setting and attitude implies that I am no longer talking to my learners, but rather with 
them.  I was now making allowance for them to construct their own knowledge whilst I, as mediator help 
them to negotiate meaning to contexts.  This raised the question ‘Will they have learnt to read after I 
have implemented all the afore-mentioned?’ 
 
For many years, the emphasis on learning to read was on what the educator did or should have done 
rather than on the learning that should have taken place within the child and how educators should teach 
(Catts and Kamhi 2005: 26).  Smith 1982: 173 – 175 gives clarity on this by asserting that learning to read 
is much like learning to speak.  All that learners need to master the spoken language is to be afforded the 
opportunity to use it in a meaningful setting.  They need to be involved in its use, when it has the 
possibility of making sense to them.  Initially, the reading has to be done for learners and as their ability 
expands, they will eventually just need help and the opportunity to engage in reading activities.  Learners 
will not stop learning anything that is meaningful to them, unless it becomes too difficult (Funnell and 
Stuart 1995: 8).   
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This is exactly why learners apply themselves to the spoken language – because it ‘is there’, a 
functioning part of the world around them.  They learn when its sense, its use and its meaningfulness are 
demonstrated to them and they realise its purpose.  Therefore, because language is meaningful, because 
it changes the world, and is not arbitrary or capricious, not only do learners succeed in learning it, but they 
also have the eagerness to learn it.  Children use adults as models, they will endeavour to learn and 
understand anything adults do, provided they witness adults deriving enjoyment and satisfaction from it.  
This is the nature of children.  They would want to read when they see the educator demonstrating 
enjoyment in doing it.  Educators should therefore utilise this theory as modelling is a powerful way of 
teaching and they can achieve much by being role-models to the learners in their classroom (Naidoo 
2005: 20). 
 
To demonstrate the implementation of the abovementioned reading model, I am including an actual 
reading lesson which was conducted on Tuesday, 17 June 2008 (and was observed for validation 
purposes by a colleague in my Department). 
 
4.3 Lesson Plan based on Suggested Reading Model – Human Rights 
 
(Original Copy – Included in Archive) 
 
4.4 Phase One – Pre-Reading Phase (Introduction) 
 
Mediator created context by activating prior knowledge through questioning, sharing experiences, adding 
new information and creating context.  I did this by stimulating their interest, making them curious, 
motivating them to share what they know about the topic, comforting them, winning their trust and 
allowing spontaneous participation.  They then had to fill in a KWL activity sheet to inform me regarding 
what they KNOW about the topic and want they WANT to know about it.  The information gained from 
them was written on the writing board in the form of a spidergram.  They were then taken to Phase Two. 
 
4.5 Phase Two – During – Reading Phase (Presentation) 
 
Learners were brought into the text by securing a foundation on which to build further knowledge or 
information.  Difficult words were explained within contexts.  Spelling of words taught using visualisation 
technique.  This is a technique where a word such as physically is taken for example.  Ask learners, ‘what 
do you hear when I sound out ph in physically?  (fff…).  Circle the tricky parts, eg. ph  y   s  i  ca  ll  y.  
Take a photo with your eyes.  Close eyes -visualise word – write word with finger in air - then on 
table.  Open eyes and write word on paper.  
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I then moved on from words to sentences using text to demonstrate context. Thereafter I modelled reading 
using all the skills and strategies needed whilst learners followed silently in their own texts.  I pretended 
to struggle and they helped.  Learners were then asked to do the same and I helped when they got 
stuck.  I finally encouraged them to read texts on their own without my help.  I motivated and praised them 
generously for every little accomplishment. 
 
4.6 Phase Three – Post Reading Phase (Application) 
 
I made a variety of activities available to cater for differentiation (Moss 1995: 33).  They had to fill in the 
last column on the KWL activity sheet (What they have learnt).  They were given FUN, meaningful 
activities which motivated their abilities and gave them a sense of accomplishment.  The activities varied 
from writing actual letters about Xenophobia to the major of the city, to making dairy entries and 
dramatizing, to writing their own stories. 
 
4.7 Reflection on Lesson (17 June 2008) 
 
Learners clearly enjoyed the lesson as all of them participated enthusiastically.  All six Learning Outcomes 
were incorporated into the lesson.  The RNCS and OBE Principles were adhered to.  My theory was 
reinforced practically as learners managed to attain most of the desired outcomes.  The lesson occurred 
within a meaningful social context and learners could easily identify with the texts used.  Learners brought 
their own meaning to the text and gained additional meaning from the text.  Their deep structure made a 
connection with the surface structure of the text and they displayed comprehension due to this.  I changed 
from educator to mediator / scaffolder and learners responded positively to that.  The lesson was principle 
– driven and value embedded.  There were a few individuals who still needed much more exposure to this 
teaching style.  However, this can be expected as the lesson depicts work in progress and a process, 
rather than a finished product.  These were my ACTIONS, which brings me to the next stage, my learners’ 
learning. 
 
4.8 My Learners’ Learning 
 
After the lesson of Tuesday, 17th June 2008, the learners were asked to fill in the last column on the KWL 
activity sheet.  They filled in their own answers (under the column ‘What have I LEARNT?’)  Such as, “I 
now know that we all have equal rights!  We have a right to education!  We were all born with rights! 
Rights must be earned!”  What was significant to me was not whether their answers were right or wrong, it 
was that they could acknowledge and give recognition to knowledge they did not have before.   
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They could verbalise that they have acquired new knowledge, construct their own knowledge and attach 
meaning to texts through reading.  Without realising it, they have helped me to unleash their potential, 
which until now, was simply dormant, waiting to be released.  My learners who had just recently written in 
their questionnaires, “I hyt reedieng!”  Reading is boarieng!”  Reading is unesary!”  Reading myks me 
slepie!”  “Reading is a waiste off tyme” (February 2008), now showed a change in attitude.  When asked 
about this they simply remarked,  “Reading helps me with my spelling.”  “Reading gives me knowledge.”  
“Reading makes me clever.”  “Reading is such fun.”  “I enjoy reading.”  “I like reading.”  (June 2008).  The 
baby steps or little progress evident in my learners and their positive changes of attitude, gave me a 
reason to continue what I had commenced.  My learners’ no longer consider it ‘uncool’ to read and that, to 
me, is an essential part of their developing progress.  What are they going to do with what they have 
learnt? 
 
4.9 My Learners’ Actions 
 
My learners brought their own knowledge, skills, values and understanding to the learning and teaching 
situation from their own particular social contexts (Donald, Lazarus and Lolwana 2002: 90).  Teaching and 
learning were therefore not one-sided, but a continuous interaction between learner and mediator.  Group-
work ensured optimal participation as each group member was appointed a specific duty (Choate 2004: 
42).  Duties varied from spokesperson, to illustrator, scribe, researcher, interpreter and collaborator.  
Participation was fostered by encouraging respect for others and by listening to one another.  
Contributions, however small or insignificant, were taken seriously.  Now, by way of general classroom 
practice, we take pride in displaying learners’ work in the classroom.  They take ownership of the learning 
process by participating in discussions and reflecting on how we can do things differently after a lesson.  
Critical thinking and reading skills are employed which help them to look deeper at texts and appraise 
relative strengths and weaknesses (Sadoski 2004:  72).  They have learnt not to merely accept, but to ask, 
“Why? What? When? Where? How?” whenever it is relevant.  Now that they are aware of the fact that we 
are partners in education, they became involved in their own improvement by changing from passive 
mode to active participation.  They are well on their way to being able to demonstrate the Critical (SKAVS) 
and Developmental Learning Outcomes expected of them (RNCS) Policy – Languages 2002).   
 
My learners still have a long way to go, but the little progress we have made, will prepare us for whatever 
is still ahead on this journey.  My learners are now involved in the construction of knowledge and can 
transfer and apply it beyond the text, to any other relevant context (Sadoski 2004: 73). 
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4.10 Conclusion 
 
I have come to understand that learners are able to overcome instructional limitations and seek or 
construct for themselves the knowledge that will help them improve and understand the reading process.  
They are able to do this far better than they are given credit for.  I readily admit that I am still far from 
knowing exactly what occurs in the brain when we read, let alone what transpires as a child learns to read.  
I am beginning however, to realise that reading cannot be understood without consideration of perceptual 
cognitive, linguistic and motivational factors.  This not only pertains to reading but to cognitive learning 
activities as well.  My first step towards comprehending the entire reading process is to accept that many 
questions still remain unanswered and that there is no justification for dogmatism about reading or 
learning to read.  The second step is to analyse the reading process critically to examine all aspects of this 
multi-faceted activity and to develop at least an idea of what is involved (Smith 1982: ix – x).  I can now 
claim that I have generated my own living epistemology.  I have done this by testing my theory in my own 
ontology through articulating my values as my living standards of practice and judgement (McNiff and 
Whitehead 2006: 23).   This journey has no final destination as this is work in progress, a developmental 
process.  In the next chapter I will deal with how I ensure that the conclusion I have come to are 
reasonably fair and accurate and also what I have learnt from this research journey. 
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CHAPTER FIVE:  DATA INTERPRETATION 
 
5 INTRODUCTION 
 
Cochran-Smith (2004: xi) warns that self-reflective, action research discovery journey is a rather tedious, 
complex and seemingly endless one that requires skilled, goal-orientated and committed educators.  
Travelling this road, I hope to discover possible solutions to my research problem ‘Improving the reading 
abilities of my Grade 9 learners’.  Seeking reading improvement however, simultaneously requires of 
me a commitment towards the value I attach to equality, inclusion, social justice and basic human rights in 
my practice.  These entities are non-compromising and need to be embedded into my practice if I wish to 
remain true to myself.  This commitment consequently results in creating a practice characterised by equal 
opportunities for all my learners, ensuring inclusion of all and operating fairly and justly (RNCS 2003: 1). 
 
My values and beliefs directly influence the goals I set for my learners and myself.  These goals are: 
(i) Improving my learners’ reading abilities,  
(ii) Unlocking their potential and  
(iii) Designing and adapting my own learning and teaching strategies to suit my learners’ 
individual needs.   
 
My belief system, encompassing equality, inclusion, social justice and basic human rights also leads my 
learners and me to different junctures.  These junctures sometimes result in different decisions, choices, 
actions and outcomes than those required or prescribed by policy.  This makes the journey a lonely and 
unpopular one as individuals tend to steer clear of routes which invite conflict, especially from authorities.  
Unless an educator is willing to explain the rationale behind adapting existing policy and the advantages 
thereof, this journey can become rather uncomfortable.  I have anticipated this though and decided to 
equip myself with the necessary data and evidence to prove that my theory is working, in my own 
classroom at least.   
 
The evidence can be found in the situation as it was before, during and after I have undertaken this 
research.  The results are demonstrated in the form of written work and change of attitudes through 
observation thereafter. 
 
Through participation of this journey, I have been afforded the opportunity to rediscover how to be an 
effective educator.  I have learnt to give recognition to relevant issues in my classroom.  These issues 
include my identified values as mentioned in the previous paragraph.  I also give consideration to the fact 
that my learners come from a diverse, multi-cultural background.   
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Being given the chance to reflect on my own actions, I am learning to be true to and become real with 
myself.  (Vialle, Lysaght and Verenikina 2005: vii – viii).  This has lead to a critical analysis of my situation 
and heralded the commencement of change in myself, my practice and my learners.  In rediscovering 
myself, I have increasingly become my own agent of change and am now able to re-direct my own course 
(Donald, D. Lazarus, S. and Lolwana, P. 2006: 27-28).  In the process, I am learning much about the 
capabilities of my learners and their roles as effective partners in the learning and teaching process.  My 
journey enables me to reconsider what teaching is meant to accomplish, how I should teach, why change 
is necessary, where teaching can take us, who teaching benefits and what is possible for educators to 
achieve (Caine and Caine 1997).  How do I link this to my values? 
 
5.1 Linking my Practice to my Value and Belief System 
 
Data to support my living theory of incorporating equality, inclusion, social justice and basic human rights 
in my learning and teaching strategies can be found in the following:  In class discussions before 
commencing each lesson, in my learners’ newfound awareness of their basic human rights, in my 
emancipatory teaching approach and in the innumerable opportunities I create for differentiation.  I adapt 
my learning and teaching approach to suit my learners’ individual needs.  As part of this process, my own 
learning is equally significant (Sotto 1994: 108 – 109). 
 
Griffiths (2003: 47) speaks of putting ‘theory into evidence into theory into action’.  She is implying that 
researchers begin by explaining theoretical frameworks and end with practical outcomes.  I however, 
practise using ‘reflection into planning into action into evaluation’ in a cyclical manner. My developing 
living theory of incorporating equality, inclusion, social justice and basic human rights into my learning and 
teaching strategies relates to the ideas of Griffiths (2003: 18).  She says, “The when, from whom, how and 
what of learning remains unpredictably mysterious and intertwined with human relationships …  No 
wonder learning escapes systems and fool proof methods.” 
 
I have discovered that individual awareness of what and how learning occurred in my practice, involved 
an integration of interaction with the text, reader and mediator (Hanekom 2008).  My living theory of 
incorporating my values into my practice offers an opportunity for learners to contribute according to their 
respective capabilities.  My learners’ contribution, however trivial, may lead to a more just situation for 
themselves and others.  Their contribution can also lead to the possible construction of new knowledge 
(Epstein 2002).  I therefore provide the freedom for my learners to gain confidence in their own abilities.  
This freedom helps them to address, discover and express the issues dealing with equality, inclusion, 
social justice and basic human rights whenever they are presented itself in my classroom.  They are 
therefore being equipped with the necessary tools to redress the imbalances of the past.  
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This is done by orchestrating their own emancipation by being shareholders in the education process.  
This living practical theory that I am claiming to have generated, has originated in my own classroom.  I 
have, in the previous chapter, produced evidence of my own learning around the ways in which my 
learners learn.  I have discovered and am still discovering, how my learners can be shown to be able 
individuals each with his/her own capacities and potential.  I have endeavoured to develop an 
emancipatory practice whereby both the learners and I can learn within the parameters of our own 
capabilities (see my own Social Constructivist Reading Model in Chapter 4). 
 
In utilising my own teaching model, I aim to give recognition to each individual’s capacity to read, learn 
and think at his/her own pace.  My learners needed to have their confidence restored before they could 
start believing in their own reading abilities (Donald, Lazarus and Lolwana 2002: 122).  Once they were 
affirmed enough, they mustered the courage and showed a readiness to improve their reading abilities.  
The pre-and post- implementation results of the questionnaires, observations and written data provide 
evidence for the afore-mentioned claim.  All the abovementioned ideas are grounded in my inherent 
values around equality, inclusion, social justice and basic human rights.   
 
It is also grounded in the ability of individuals to construct their own knowledge (Epstein 2002), contribute 
to knowledge or simply to be knowledge creators.  I have allowed my learners to feel valued by being my 
research participants and also my education partners.  This situation has allowed my learners and me to 
create our own solutions to our reading problem and to generate our own living theory. 
 
In my living theory I theorise that learning takes place within a social context.  The more meaning the 
learners take into a context, the more meaning they will extract from it (Hanekom 2008). I therefore need 
to tap into my learners’ prior knowledge and personal experience to create context.  This theory is situated 
within a social constructivist approach and is based on the principles of John Dewey (learning by 
experience), Jean Piaget (learning through discovery), Jerome Bruner (new concepts embedded in prior 
knowledge) and Benjamin Bloom (building on prior knowledge), (Epstein 2002: 4).  A detailed explanation 
of this theory is given in Chapter 4.  This theory is emergent and transformational and grounded in the 
human capacity for learning (McNiff and Whitehead 2006: 255).  In the light of this information, I have 
integrated a specially designed teaching model into my daily practice.  How do I validate this? 
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5.2 My Validation Process 
 
In the previous chapters, I presented data and articulated how these data showed my commitment to the 
identified values of equality, inclusion, social justice and basic human rights.  Through engagement with 
the literature, I explained how my actions demonstrated my belief in the capacity and potential of my 
learners.  Accordingly, the process of judging my claims to new knowledge required the verbalisation of 
my values and evidence of their existence in my new practice.  This new practice needed to reflect my 
values in action as part of a living theory.  I am convinced that by helping my learners to mediate meaning, 
construct and discover their own learning, tap into their existing knowledge and personal experience, I 
mirror my own values.  My newly adopted practice advocates the recognition of everyone’s basic human 
rights, fair treatment, a non-discriminatory practice, acknowledging of uniqueness and learners as my 
partners.  This new practice also encourages my learners to realise their full potential.  The first piece of 
evidence I am including, is that of the registered class-teacher of my participants.   
 
He helps me to monitor these Grade 9 learners and validates as follows: 
 
 “To whom it may concern: 
Teacher Virginia Didloft is the English teacher of my Grade 9 – class.  She has identified some of the 
learners as having reading inadequacies, and has taken it upon her [sic] to improve their reading.  The 
class is big in numbers, but she manages to keep them focused upon the task at hand.  I have found a 
noticeable improvement in this particular learning barrier. 
She is non-discriminatory in her approach and puts learners at ease.  The learners love and respect her 
and she in turn values their efforts.  I thank her for her dedication”. 
Mr L. Daniels (Colleague-Geography Department Arcadia Secondary School - August 2008 – Contact 
numbers 041-481 0331 / 083 995 1755) 
 
The next piece of evidence is one offered by my colleague in the English Department.  His classroom is 
situated next to mine and this is his validation: 
 
“This is my finding after I have observed a few lessons in the classroom of Mrs Virginia Didloft.  Firstly, 
she creates an atmosphere which is conducive to learning and this encourages learners to participate 
actively in the classroom. 
Furthermore Mrs Didloft creates equal opportunities for all learners and acknowledges their uniqueness, 
individuality and specific needs of each learner.   
She is especially concerned about the reading problems which some of the learners’ experience, and 
goes the extra mile the [sic] assist in this regard.  Lastly, I am impressed with her effective use of diverse 
teaching and learning strategies”. 
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Mr Shahied Hendricks (Colleague English Department – Arcadia Secondary School - August 2008 – 
Contact numbers 041-457 3604 / 083 295 7055) 
 
I also include a validation of my English colleague and Cluster leader of the Northern Areas B, the cluster 
in which my school is grouped.  She writes: 
 
“After observing a few lessons in the classroom of Mrs Virginia Didloft, I hereby validate the following: 
This educator’s positive approach results in active participation of her learners.   
She encourages her learners to participate in classroom activities and endeavours to involve them 
throughout the teaching process.  She treats all learners fairly in a non-discriminating manner, which 
undoubtedly makes learners feel at ease and comfortable.  The learners ask critical questions, leading to 
interesting discussions.  The educator exercises authority with compassion and avoids any form of 
humiliation while engaging with learners.  She is concerned about their reading inadequacies.  She, 
therefore, creates awareness amongst colleagues regarding this particular learning barrier.  I have 
witnessed on a number of occasions, both in and outside the classroom, the educator engaging with 
students with respect and dignity.  She restores learners’ self-esteem and confidence.  She expertly 
guides and encourages each learner to realise their full potential.  The learners’ contributions in the form 
of posters, advertisements, drawing, etc, are displayed in the classroom.  This clearly reflects the value 
which both educator and learners attach to each other and their efforts.  Truly a display of enthusiasm and 
excellence!” 
Ms S. Isaacs (colleague – English Department – Arcadia Senior Secondary School – English cluster 
Leader – Northern Areas B - August 2008 – Contact numbers 041-481 6283 / 071 605 1556) 
 
Another piece of evidence presented is the one of the Head of the English Department and Deputy 
Principal of my school.  She writes: 
 
“Mrs Virginia C. Didloft has over the past years played a pivotal role in taking the English Department of 
this school to greater heights. 
She is passionate about teaching English and does not hesitate to go the extra mile to make lessons as 
interesting and as informative as possible. 
On entering her classroom, one is swept up by the electrifying atmosphere of learners actively engaged in 
one or other activity.  Her enthusiasm, strong sense of duty and creative ways of teaching, makes her a 
valuable asset not only to the English Department, but to the school as a whole. 
Her interest in and love for the learners in her class, makes her one of the favourite teachers at this 
school. 
Watching her in action in her classes leaves one with a sense of pleasure in knowing that there are still 
teachers who enjoy teaching.” 
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Ms Lizette Oosthuizen (Head of the English Depart and Deputy Principal – Arcadia Secondary School - 
August 2008 – Contact number 084 687 6974) 
 
Apart from my colleagues, I also invited my fellow M Ed Students to critically evaluate my work.  We meet 
every Thursday for two hours to have critical analysis and discussions about our completed chapters and 
the way forward.  Herewith follow two pieces of validation from aforementioned M Ed Students: 
 
Attention:  Virginia Didloft 
“Throughout the past two years, Mrs Virginia Didloft formed part of our team of students doing our M Ed.  
As an Action Researcher, she was well known with the Methodology and is an excellent writer when it 
comes to English as academic language.  Virginia is a very hardworking, dedicated lady, because I can 
honesty and truly echo this due to me, and never made me feel inferior regarding my own study.  What 
really stood out for me about this remarkable woman is her caring nature about her fellowman and is 
always willing to share her thoughts and give her input whenever I needed her help.  Without any doubt in 
my mind, I thank God for sending Virginia my way not just as a critical friend, but as a true inspiration for 
[sic] me as a person.” 
(October 2008 – Mrs Charlotte Hendricks – Educator and fellow M Ed Student – Alpha Primary School – 
Contact number 084 563 5425) 
 
Mrs Virginia Didloft 
“I have learned to know Virginia closer through studying together.  Virginia, an experienced educator has 
displayed qualities such as caring for the underprivileged, social justice and equality in her practice over 
the years.  As mentor and guide of her learners, she always makes an effort to go the extra mile for her 
learners, both socially as well as academically. 
Virginia shows a keen interest in her learners’ reading abilities.  This will allow them to become better 
informed.  She makes an effort to guide her learners in a respectful way to a masterly level.  She believes 
that each learner has the ability to take up their rightful place in a competitive society.  She places a high 
value on education; therefore she motivates her learners to rise above their circumstances for an 
improved standard of living. This hard-working, dedicated and diligent educator is always moved to do her 
best for her learners as well as her school.  The fact that she is always actively involved in school activities 
to uplift the learners makes her a great asset for her school community in particular and education in 
general. 
Thank you for your commitment.” 
(October 2008 – Mrs Beverly Jantjies – Bethvale Primary School Educator and Fellow M Ed Student – 
Contact number 073 447 2020) 
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I also regularly invite my learners to give me oral feedback on their new learning.  The same learner who 
said in March 2008, “I am not going to read.  I hate reading, it is boring!” now volunteers to read and says 
“Reading is important, it provides information I need to complete assignments!” (July 2008).  My 
supervisor also offers valuable input and guidance on an on-going basis.  I find triangulation significant 
when comparing my perceptions with those of others (McNiff and Whitehead 2005: 67).  A critical feature 
in my validation process is that I required not just evidence of changes in my practice from those I invited.  
I also asked them to provide evidence that those changes are critiqued against my values.  I am including 
the original validation offerings in my data archive.  How do I justify that I am living out my values? 
 
5.3 Justifying that I am Living out my Values in my Practice 
 
Affording my learners the freedom to exercise their own individual capabilities and to value these 
capabilities which had been unrecognised previously, I managed to relate my claims to my own values.  
Celebrating our respective capacities to learn, the learners and I embodied the value of recognising 
equality, inclusion, social justice and basic human rights.  The new learning of my learners and me now 
constitutes values-in-action which are the justification of my research claims.  I have created opportunities 
in my practice for the learners to exercise freedom and demonstrate their unique abilities by differentiation.  
This is done through resourceful, innovative activities which the curriculum does not provide (NCS 2003).  
I adapt the existing curriculum to suit my learners’ individual needs.  Where a reading activity requires a 
summary, for example, I accommodate my less-abled learners by allowing them to draw or paste pictures 
instead of using words.  I do not however, compromise on the outcome, it remains the same.  I only 
modify the process, not the product.  I substitute challenging, complicated tasks for more fun, manageable 
ones for my average and less-able learners.  I know my learners like being creative and participating in 
their own learning.  I therefore carefully plan my activities to cater for their needs.  I show them that I value 
their efforts by writing down all their responses on the blackboard and displaying their work in my 
classroom.  In doing this, I am affirming them and recognising every little accomplishment.  Their 
confidence is boosted and they start believing in their own worth.  I know this because they volunteer their 
efforts and ask me to display their work where everyone can see it.  Acknowledging my learners’ efforts 
helps me to recognise changes that occur due to my educative influence rather than the limited curriculum 
or prescribed policy (NCS 2003). 
 
My educative influence encourages my colleagues and others to join me in engaging in a more socially 
just form of teaching and learning.  I allow my learners’ voices to be heard by displaying their written work.  
This practical example fosters equality, inclusion, social justice and basic human rights in my daily 
practice.  I manage this not by changing what I teach, but by changing how I teach.   
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More learners now have confidence to read, offer their contributions, verbalise their opinions, exercise 
their rights and even offer their critique.  Our changing relationships, my learners now being co-
constructors of knowledge and the emancipation of the learning and teaching process, both add to the 
justification that I am living out the values articulated in this thesis.  I have changed my practice so that my 
learners can expand and value their own capabilities.  My learners and I actively participate in addressing 
justice and epistemological issues by finding methods to make our voices heard in a system dominated by 
propositional knowledge (Freire 1994). 
 
My learners are guided to take responsibility for their own learning according to their own personal ways.  
They now use a reciprocal, interdependent learning strategy which I model on a daily basis (Bandura 
1977: 22, 118 – 119).  My learners and I gained insight from each other by our modified ways of learning 
and teaching.  Now that my learners are aware of their strengths and abilities, they are able to recognise 
their own reading inadequacy.  They are now able to, with their newly-acquired knowledge, improve 
their own reading abilities through vicarious learning strategies (Bandura 1977: 118) and a scaffolding 
process (Vygotsky 1978).  But how have I come to know what I know? 
 
5.4 How I have come to know what I Know? What were my Data Collection Processes? 
 
Conducting a classroom-based inquiry restricted me to a limited amount of measuring instruments and I 
resorted to using the available measurement instruments within the parameters of my classroom.  I had at 
my disposal, observations during reading exercises (Wilkenson and Birmingham 2003: 117) and written 
work (Lankshear and Knobel 2004: 175 – 176) in the form of tests, questionnaires and diary entries.  The 
evidence this data provided adequately addressed my research question, ‘How can I improve my Grade 
9 learners’ reading abilities?’  It is for this reason that I decided to abandon my initial intention to use 
videos, recordings and photographs.  It would also have exposed my participants and contravened their 
rights to privacy which I promised to protect (Leedy and Ormrod 2001: 107 - 108).   
 
I have employed a mixed-method approach as suggested by Cresswell 2007, drawing on both qualitative 
and quantitative strategies.  I have, however, predominantly employed a qualitative approach due to the 
fact that it focuses on a phenomena in its natural setting and also because it involves studying those 
phenomena in all their complexity (my classroom and learners).  Qualitative researchers believe that the 
researcher’s ability to make sense of, and interpret what is seen, is critical for understanding any social 
phenomenon (Leedy and Ormrod 2001: 147). 
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My research design is a grounded theory study that begins with the data, using them (the data) to develop 
a theory.   This implies that the data is field-based, flexible and likely to change over the course of the 
study.  This is so because it examines people’s actions and interactions and also includes perspectives 
and voices of people being studied (Strauss and Corbin 1994).  I have also employed a quantitative 
approach as in this type of research, we try to make better sense of the world by using numbers and 
finding meaning in numerical data.  When analysing and interpreting questionnaires, written work (pre-and 
post implementation) and observations, I had to use this approach to extract meaning from the data I 
collected (Leedy and Ormrod 2001: 252 – 257). 
 
The following tables represent my data collection processes done through a mixture of qualitative and 
quantitative approaches: 
 
MEASURING 
INSTRUMENT 
QUESTIONNAIRES 
ASPECTS COMMENTS / FINDINGS 
Rationale for using  
questionnaires: 
Questionnaires take up the minimum amount of time.  It can be handed out to learners to 
complete in their own time.  Learners also prefer writing to verbalising their opinions.  It can be 
easily and quickly analysed once completed (Wilkenson and Birmingham 2003: 7 – 8).  It can 
provide valuable insight into learners’ reading habits, comprehension of texts, purpose of 
reading and attitude towards reading.  (Questionnaires to be included in data archive. 
Analysis of 
questionnaires: 
45 Questionnaires were distributed to my research participants.  The themes that were 
derived from these questionnaires were: 
(a)  Reading Habits 
(b)  Comprehension 
(c)   Purpose and 
(d)  Attitude 
It can be analysed as follows: 
 (a)  Reading Habits: 
Findings: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
                                    No  = 69%  (31/45) 
Library Members 
                                    Yes = 31%  (14/45) 
 
                                    Never = 4% (2/45) 
Reading                      Sometimes = 67% (30/45) 
                                   Always = 29% (13/45) 
 
                                  Books = 47% (21/45) 
Texts                         magazine = 24% (11/45) 
                                  Newspapers = 29% (13/45) 
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 Interpretation: 
More than two thirds of participants are not members of the library which explains why more 
than two thirds only read occasionally.  Participants prefer books to magazines and 
newspapers which are understandable given their socio-economic backgrounds.  Most of the 
learners come from impoverished homes where magazines and newspapers are considered 
luxury items.  (books can be taken out for free at the library), 
 
Suggestions: 
Educators need to encourage and inculcate a reading habit into learners by making reading 
material available in the classroom.  A DAR (drop everything and read) policy can be adopted 
in the classroom as well 
 
 (b)  Comprehension of Texts 
  
                                                              Nothing = 20% (1/45) 
Comprehension of Texts                       Not much = 49% (22/45) 
                                                              Everything = 49% (22/45) 
 
Interpretation: 
An equal amount of learners indicated that they either do not understand much of what they 
read or that they understand everything they read.  A very small percentage claimed they do 
not comprehend anything they read in English. 
 
Suggestions: 
Less-abled learners should be given more dictionary work and vocabulary should be taught 
within its context. 
 
 (c ) Purpose 
  
                                     Relax = 9% (4/45) 
Purpose                       Information = 49% (22/45) 
                                    Study = 42% (19/45) 
 
Interpretation: 
Learners very rarely read with the intention to relax.  They mostly read to either find 
information or for study purposes. 
 
Suggestions: 
A print-rich environment must be created in the classroom to introduce the joy of reading for 
relaxation (Jantjies 2008).  It should be done by modelling (Bandura 1977: 22, 118 – 119). 
 
 (d)  Attitude: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
                               1.  = 20% (9/45) 
                               2.  = 33% (15/45) 
Attitude                   3.  = 40% (18/45) 
                               4.  = 7%    (3/45) 
                               5.  = 0%    (0/45) 
 
Interpretation: 
Learners rated themselves on a scale of 1 – 5.  Most Learners rated themselves either good 
or OK at reading, although they admitted that they are experiencing some problems due to 
feeling either nervous or shy in front of peers. 
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Suggestions: 
Learners need to be motivated and affirmed when they have genuinely earned it.  Scaffolding, 
modelling and motivation need to be implemented in all lessons.  Bring fun back into reading 
by being creative and resourceful. 
 
ASPECTS COMMENTS / FINDINGS 
Rationale for using 
written work 
 
 
 
The actual reading process takes place through written texts (Smith 2004: 4 – 5).  Written 
texts include conventional (non-visual literacy) and non-conventional (visual literacy) forms.  
Written work provides an account of the reading process and can be considered the practical 
implementation of the theory of reading.  Written tests can help the educator to locate the 
problem areas (Lankshear and Knobel 2004: 253 – 255). 
 
Analysis of 
observations: 
 
Here follows an analysis of two tests I have administered.  Test 1 was given before 
intervention strategies and Test 2 after implementation.  The tests were of equal standard.  
Both consisted of 5 multiple-choice questions, 5 vocabulary questions and 5 sequence 
sentences.  Both tests comprised of 15 marks 
 
TEST 1 (PRE-INTERVENTION)                                        TEST 2 (POST-INTERVENTION) 
TOTAL 
LEARNERS 
MARK 
OUT  15 
PERCENT 
% 
 TOTAL 
LEARNERS 
MARK  
OUT 15 
PERCENT 
% 
3 0 0  4 3 20 
11 1 7  8 4 27 
2 2 13  2 6 40 
6 3 20  19 7 47 
6 4 27  2 8 53 
13 9 60  1 11 73 
4 12 80  9 12 80 
 222  TOTAL MARK  324  
 45  TOTAL LEARNERS  45  
 4.9  AVERAGE MARK  7.2  
 32.9%  AVERAGE %  48%  
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TEST 1 (PRE-INTERVENTION) 
TOTAL 
LEARNERS 
LEVEL 7 
(80-100) 
LEVEL 6 
(70-79) 
LEVEL 5 
(60-69) 
LEVEL 4 
(50-59) 
LEVEL 3 
(40-49) 
LEVEL 2 
(30-39) 
LEVEL 1 
(0-29 
AVERAGE 
% 
45 4 0 13 0 0 0 28 31.9% 
62.2%
28.9%
8.9%
0%
20%
40%
60%
80%
100%
Below Average Average Above Average
Pe
rc
en
ta
ge
 
 
TEST 2 (POST-INTERVENTION) 
TOTAL 
LEARNERS 
LEVEL 7 
(80-100) 
LEVEL 6 
(70-79) 
LEVEL 5 
(60-69) 
LEVEL 4 
(50-59) 
LEVEL 3 
(40-49) 
LEVEL 2 
(30-39) 
LEVEL 1 
(0-29 
AVERAGE 
% 
45 9 1 0 2 21 0 128 48% 
26.7%
51.1%
22.2%
0.0%
20.0%
40.0%
60.0%
80.0%
100.0%
Below Average Average Above Average
Pe
rc
en
ta
ge
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L 
E 
A
 R
 N
 E
 R
 S
 
19    
30 – 39%
 = A
VER
A
G
E
 
    
18        
17        
16        
15        
14        
13        
12        
11        
10        
9        
8        
7        
6        
5        
4        
3        
2        
1        
        
                                        10           20        30         40        50         60         70        80 
% (PERCENTAGE) 
Interpretation: 
The pass-percentage is between 30 – 39% which equals Level 2.  In Test 1 a total of 28 
learners failed to attain the desired outcomes, 62.2% of learners were in the below average 
group, 28.9% in the average group and 8.9% were above average.  In Test 2, 12 learners 
were unable to attain the desired outcomes, 26.7% below average, 51.1% average and 22.2% 
above average.  The average percentage for Test 1 was 32.9% and that of Test 2 48%.  It can 
therefore be concluded that there was an improvement in overall performance, albeit a small 
percentage (15.1%).  In the pre-intervention test, the majority of learners were grouped in the 
below-average group.  In the post-intervention test, there is evidence of progression as the 
below-average learners are reduced by 35.5%.  In the average category there is a 22.2% 
improvement and in the above-average category a 13.3% improvement (North and Bartho 
2007). 
 
Suggestions: 
I recommended that educators continue with intervention strategies and corrective measures. 
 
 
 
 
 
 
 
TEST 1  
TEST 2  
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MEASURING 
INSTRUMENT: 
OBSERVATION 
ASPECTS COMMENTS / FINDINGS 
Rationale for using 
observations: 
Observations can be made as events occur.  It allows researchers to understand more about 
what goes on in real-world situations or natural settings like classrooms.  Learners can be 
observed in action whilst diary or journal entries are inobtrusively and systematically collected.  
The researcher is able to improve the technique of looking in a focussed way, for example, 
looking specifically at learners’ reactions when asked to read (Wilkenson and Birmingham 
2003: 116 – 117). 
 
Analysis of 
Observations: 
Pre-implementation – Most diary entries as documented in Chapter 4, reflect uncertainty for 
both learners and myself. 
Post-implementation – Most diary entries display and reflect new learning, newly acquired 
knowledge and a positive attitude. 
 
Interpretation: 
Acquired knowledge resulted in transformation and emancipation.  New learning brought 
about confidence and a positive attitude. 
 
Suggestions: 
Diary entries and journals should form part of learning and teaching strategies as it can be 
useful when reflecting on your practice 
 
 
5.5 Conclusion 
 
I have discovered on this educative journey that my learning and explanations about how I live my values 
are influenced by my actions within my social context.  I can only communicate my values by my daily 
interaction with others.  Each individual has the potential to generate his/her own living epistemology of 
practice by engaging in academic propositional discourses.  Each educator has the capacity to make a 
claim to knowledge based on validated evidence.  Through doing this, educators can modify their 
practices in ways that are educationally and socially beneficial for themselves and their learners.  The 
accountability warrant is that we demonstrate how we hold ourselves accountable for our actions by 
testing our emergent theories against the critique of others (McNiff and Whitehead 2002). 
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CHAPTER SIX: SIGNIFICANCE AND LIMITATION OF MY RESEARCH 
 
6 INTRODUCTION 
 
The attainment of our goals is a fulfilling experience as its fulfilment is not captured in the moment that we 
receive our reward.  It is encapsulated in what we gain throughout the journey towards getting there that is 
vital to developing ourselves and those whom we impacted upon.  In order to achieve anything we have to 
first transform ourselves, learn new skills, manage our time constructively, discard any unnecessary or 
inhibiting attitudes and discipline ourselves.  All of these lead us to becoming our best selves, raise our 
expectations and our sense of self-worth. 
 
We live in a world of instant gratification, which values only that which can be accomplished quickly and if 
it can not be done immediately it is deemed ‘not worthwhile’.  That is a negative, destructive way of 
thinking as anything worth pursuing, is worth waiting for. 
 
The journey I have undertaken ‘improving the reading abilities of Grade 9 learners’, required a great 
deal of patience and tolerance.  My determination to improve my learners’ reading abilities, allowed me 
to face my challenges and conquer them head on.  The challenges I had to confront were my learners’ 
inability to believe in their own abilities, my colleagues who were reluctant to co-operate initially and time 
constraints, to name but a few.  These very challenges, however, made me even more determined to do 
things my own way.  I believe that each of us is born equipped with what we need to face the challenges 
that will arise in our lives.  Yet we consistently struggle and fail because we are programmed to deal with 
life in the way dictated to us by society:  do it this way because this is how it is normally done.  As a result, 
we lose faith in our own power, in our own unique gifts and give up.  Determined to find ways of 
improving my Grade 9 learners’ reading abilities, I decided to preserve until I find possible solutions to 
my problem. 
 
The realisation which dawned upon me was that every great accomplishment begins with the seed of 
belief.  Allowing your imagination to soar into the realm of future possibilities is part of living your destiny.  
Goals contribute to a purpose-driven life, according to Covey: 2006, so I used this discovery journey as an 
opportunity to fulfil my purpose to bring out the best in myself and those in my care.  This resulted in 
abandoning my fear of failure and believing in myself and the potential to facilitate transformation in myself 
and my learners. 
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I have now reached the ‘last stop-over’ on my itinerary.  However, it is not the end of my journey, but 
rather the end of one cycle.  I now have to change course which will take me into another direction on this 
educative, discovery route.  Though this is the end of one cycle, it is the beginning of a new cycle, a 
continuation of the journey, filled with new possibilities!  What is typical about this journey, is that it brings 
about change.  This reminds me of the wisdom Joel Osteen once shared:  “When you wish to change 
because others require that of you, you are lying to yourself, when you wish to change for yourself, you 
are being true to yourself!”  (Joel Osteen).  These words encapsulate my own philosophy as I believe in 
acting upon the beliefs I so compassionately articulate and in which I so compassionately believe in.  I do 
this because I am convinced that when I help my learners to make sense of their lives, everything about 
my own life makes sense to me!  This is due to the fact that I believe in living a purpose-driven life 
(Warren 2002).  We have been placed on earth for a specific purpose, not by co-incidence, therefore we 
should live a purpose-filled life (Covey 2006: xii). 
 
The change I brought about in my practice is therefore one I aimed to investigate, a part of my purpose to 
bring about a change.  In the process, I had to change myself first, before I could orchestrate change in 
my practice and later in my learners.  This research is about theorising changes in my practice.  
Practically, I endeavoured to help my learners find their own ways of negotiating their reading difficulties 
and I discovered how to assist them to overcome this obstacle.  I have managed to do this by changing 
the way I teach.  What did I do exactly and what was the significance thereof? 
 
6.1 What did I do and what was the Significance of my Actions? 
 
Using a Social Constructivist approach which is based on that of Epstein (2002: 4), entails the following 
general principles of learning: Learning is active, developing, involves language, is a social activity, 
involves thinking, takes place in relation to existing knowledge, requires knowledge, takes time and 
needs motivation.  It therefore required embracing these principles and taking the following actions: 
mediating action, creating context, activating an interest, stimulating learners, arousing their interest, 
instilling confidence, invoking co-operation and inciting curiosity before the commencement of each 
lesson.   
 
The reason for adopting this Social Constructivist theory, is because it is situated within the principles of 
John Dewey (learning by experience), Jean Piaget (learning through discovery), Jerome Bruner (new 
concepts embedded in prior knowledge) and Benjamin Bloom (building on prior knowledge) (Epstein 
2002: 4).  My specially designed teaching model encompasses all these principles which conveniently 
also addresses all my learners’ needs.   
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This is why I have taken ownership of this approach and utilise it in my daily learning and teaching 
strategies.  This theory is also emergent and transformational and grounded in the human capacity for 
learning (McNiff and Whitehead 2006: 255). 
 
As a classroom-based inquirer, I have managed to generate my own living educational theory of learning 
to reach for equality, inclusivity, social justice and basic human rights.  (RNCS – Teacher’s guide for the 
development of learning programmes – Languages – 2003).  I make this claim for the following reasons: I 
can claim that I have enabled most of my Grade 9 learners, who lacked confidence because they had 
previously always met with failure, who had an inability to meet the desired outcomes and who anticipated 
failure, to celebrate their new-found value and self worth.  These specific learners were previously 
marginalised and other educators as ‘intellectually challenged’ due to their respective reading 
inadequacies.  They now realised that they could contribute to their own intellectual growth by helping to 
construct knowledge and making meaningful contributions in the form of art, discussions and oral 
presentations, to name but a few forms of knowledge that are valid within a classroom setting. 
 
I have thus dealt with the issue of inclusivity as I have managed to tap into the rich diversity of my 
learners for effective functioning.  They have come into my classroom with their own experiences, 
interests, strengths and barriers to learning and I managed to accommodate them with the approach I 
employ in my classroom.  After all, everyone should have equal opportunities to improve themselves and 
their own living conditions (RNCS 2003: 6). 
 
I have also generated a living theory of learning to teach within the learner’s basic human rights which is 
a process that offers protection against infringement of any kind and gives recognition to and 
acknowledges the rights of everyone.  (Oosthuizen and Rossouw 2003: 13, 14, 185 – 188).  I have 
provided, through my research and the way I teach a platform to make my voice and my learners’ voices 
heard. I am challenging existing policies which deny my learners’ rights and adapt it to suit my learners’ 
individual rights.  I do not change the end product though, I am merely modifying the process which takes 
us to the product.  The current NCS (2008) requires that all learners attain the same outcomes.  I have 
therefore taken a step into a developing transformational process of my own to accommodate all the 
learners in my classroom by means of differentiation. 
 
I have considered it necessary to change my personal thinking and the development of my own living 
theories into my practice.  To justify the claims I am making, I have invited my critical friends and 
validation group to critique my work against my values on an on-going basis.  In fact, I have incorporated 
critique into my daily learning and teaching strategies.  This helps me to reflect and evaluate my practice 
and to remedy shortcomings or reinforce strengths.   
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I have overcome my own learned helplessness as well as those of my learners by taking action to change 
what I perceived previously as failures into successful learning experiences.  This was done by engaging 
in this classroom-based action research.  I perceive successful learning in terms of my own values.  I 
relate these values to my own learning and teaching strategies applied to address the reading 
inadequacies of my learning.  These practice-based values are reflected in my endeavours to enable my 
learners to exercise their own ways of learning. 
 
My living theory of learning to each for equality, inclusion, social justice and basic human rights is a way of 
living out my values in my practice at an abstract level.  This is because it is not so much what I do, but 
how I do it, or the way in which I teach (Whitehead 1989: 45).  This change in my practice is a living 
transformational process.  My goals of valuing the uniqueness of my learners have led to my own 
professional development.  All individuals have potential (Ebersohn, and Eloff 2003: 9), which is why I was 
driven to unleash the potential of those learners overlooked by a system of dominant pedagogical 
methods (NCS – Languages – 2008).  The lack of support structure for learners failing to attain the 
desired outcomes, drove me to address this injustice and negotiate ways of helping such learners to find 
their own ways of learning.  This I did by changing the way I teach.  I can claim that I have reached a point 
where my learners and I can celebrate our humanity together and be seen by ourselves and other as 
valuable citizens (RNCS – Policy – Languages – 2002: 3). 
 
I have developed an epistemology that explains how personal learning can occur through reciprocal 
interactions (Bandura 1977: 22, 118 – 119).  I am claiming that I have enhanced my understanding of how 
learning and knowledge creation can occur through dialogical interactions.  I believe in enabling and 
emancipating (Freire 1994) my learners, therefore I have focussed on their abilities rather than their 
disabilities.  I have created opportunities for them to reinforce their abilities and potential.  I have managed 
to do this by shifting the role of my learners from being mere recipients of knowledge (Carr 2003: 4) to 
being active agents in their own learning and education.  I also helped my previously oppressed learners 
to move beyond the culture of silence (Freire 1970: 15) to a communicative approach that involves social 
interaction by creating opportunities for lively discussions in all my lessons.  By doing this, I have 
demonstrated my value of respecting my learners’ individuality and uniqueness and also recognising and 
acknowledging their human dignity.  Respecting other individuals has always been an integral part of my 
teaching.  I demonstrate this by providing differentiated learning opportunities in my practice. 
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I have learned to change my practice of teaching by providing opportunities for less-abled learners to 
identify their own learning styles and strategies.  I changed my ways of teaching to accommodate their 
learning approaches.  My choice of research methodology and the form of theory I engaged with, 
facilitated the transformation in my practice.  I learned that by engaging with open-ended forms of 
theorising, I was able to develop a more socially just practice.  Further significance of my research in 
relation to my own learning about theory was that I came to understand the ontological base for my 
epistemological stance.  I identified and articulated my own perception of knowledge and the construction 
thereof by commencing with practice and generating theory from within the practice.  I learned about the 
significance of personal knowledge in my ways of teaching.  This does not imply that I deem other forms 
of knowledge as less-significant; I am merely reclaiming personal knowledge within my own ontology.  
This is because I have discovered that prevalent discourses about theory tend to ignore the value of 
personal knowledge.  I have incorporated my ontological, spiritual and ethical values within my practice-
based knowledge.  By doing so, I have improved my own learning whilst developing new ways of enabling 
learning for learners experiencing reading difficulties.  This compels me to ask myself, ‘what are the 
implications of these actions?’ 
 
6.2 Implications for Policy Makers 
 
The NCS for Languages 2008 is based on inspirations of freedom and democracy, but continues to 
reproduce forms of dominance and injustices that contribute to marginalisation of learners failing to attain 
the desired outcomes.  Learners managing to achieve the required outcomes are acknowledged and 
allowed to proceed but those failing to do so are left behind or they simply drop out of the system.  Policy 
makers need to keep a record of learners not ready to proceed in order to provide the necessary support 
for them.  However, now that I have proven that the situation can be changed around with the proper 
learning and teaching strategies, designed to accommodate them, hope is only a ‘change of strategy’ 
away.  If policy makers can experiment on tried and tested approaches, such as the social constructivist 
approach within which scaffolding, motivation and reinforcement are situated, then they may just discover 
a support structure which may bring positive results.  I do not claim that my method will result in success 
for all struggling Grade 9’s.  I am merely suggesting that the Department of Education needs to 
acknowledge the importance of workshops to re-visit existing curriculum.  They need to get input from 
classroom-based educators and develop or facilitate a working relationship to keep in touch with what is 
happening in the classroom.  Who better to be involved in designing policy than the very people who have 
to implement it? 
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6.3 Implications for Schools 
 
Educators at schools understand their own context and the learners they have to educate.  They have a 
clear understanding of the learners’ specific learning needs and challenges.  If schools are therefore 
involved in designing policy and implementing what works for them specifically, the results can only be 
positive.  My research has proven, to me at least, that the people who know best what needs to be done in 
the classroom, are the classroom-based educators.  A bottom-up-approach were classroom-based 
educators are involved in decision-making can only benefit the learners as it will be learner-centred and 
realistic.  Hopefully, educators will now be inspired and encouraged to initiate their own classroom-based 
inquiries to address whatever educative issues they may face in their own classrooms.  I have addressed 
reading inadequacies, but who knows, the possibilities of finding solutions to other problems encountered 
in the classroom are endless!  So hopefully, more educators will be motivated to conduct classroom-based 
inquiries of their own and make their own contributions in their schools which may possibly become school 
policy if it works! 
 
6.4 Suggestions for further Research – What will I do differently? 
 
The current epistemological tradition prioritises abstract, objective knowledge over personal experimental 
knowledge such as classroom-based inquiries (Leedy and Ormrod 2001).  Educators can however, 
transform their own ontologies by enhancing their own epistemologies through conducting their own 
inquiries, in their own classrooms.  Learners should also become more involved in the learning and 
teaching process to influence and enhance their own understanding (Holderness et al:  2008: 57-78).  
Educators need to shift roles from being ‘knowledge-feeders’ to being co-constructors of knowledge, the 
learners being their partners rather than mere receptors of information.  If learners are valued, they 
contribute, not because they have to, but because they realise their worth and want to.  Lastly, allow 
learners enough freedom to discover their own learning styles and strategies. 
 
6.5 Limitations 
 
Though the Department advocates inclusivity, less-abled learners are disadvantaged because they are 
expected to attain exactly the same outcomes as their abled-peers in mainstream schools.  Expanded 
opportunities are given, but it is not nearly enough to accommodate struggling learners.  Learners with 
specific disabilities are not catered for or accommodated as they are expected to write exactly the same 
tests, controlled tests and examinations as the other learners.   
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If these learners are taken out of a mainstream school, society perceive them as ‘slow’, ‘stupid’ or even 
‘retarded’, yet no provision is made to put support structures or training in place to adequately address this 
problem.  Struggling learners have become more the rule than the exception, but policy is designed as if it 
is the other way around.  When I implement the current policy in my classroom I become a living 
contradiction of the value I attach to issues of justice and social justice (Whitehead 1989).  Surely, I 
couldn’t have allowed my previous ontology to deny the values I represent, which is why I felt compelled to 
act and become my own agent of change. 
 
6.6 Conclusion 
 
In our most reflective moments, each one of us has a desire to make a difference – a contribution to our 
ontology.  Call it a cause or even a mission, we want to be a part of something meaningful.  Determining 
what that contribution will be however, is not always so simple, especially when we as class-based 
educators are so overwhelmed with administrative tasks.  Yet, there comes a turning point in life’s journey 
when each individual should endeavour to clarify what he-she will stand for and what purposes he or she 
will choose to pursue (Covey 2006: 3).  I had a vision and decided to pursue it.  My vision was to improve 
my learners' reading abilities.   
 
I can claim that my vision has become my reality, simply because I chose to pursue it by acting.  I have 
finally reached the end of this stopover with you, my readers, but definitely not my final teaching 
destination.  This is only the beginning of a new cycle and of new exciting possibilities.  I hope you have 
enjoyed being my travelling companions as much as I have enjoyed sharing my experiences with you. 
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Read the extract carefully and then answer the following questions: 
 
1.1 The story is entitled “Double Identity” because the narrator: 
 
(a) had two identity documents 
(b) had two accents 
(c) had to get used to a different culture (1) 
 
1.2 In London, the narrator had to adopt: 
 
(a) an English culture 
(b) an English family 
(c) an English baby (1) 
 
1.3 Using a Trinidanian accent made the narrator feel: 
 
(a) different 
(b) great 
(c) excited (1) 
 
1.4 The narrator had to give up her: 
 
(a) accent 
(b) birthright 
(c) education (1) 
 
1.5 Marmie was the narrator’s: 
 
(a) teacher 
(b) mother 
(c) friend (1) 5 x 1 = [5] 
 
2. Match the following words with its correct meanings
A 
: 
 
B 
2.1 accent 
2.2 identify 
2.3 adapt 
2.4 devastated 
2.5 sympathy 
(a) who or what a person is 
(b) to change your behaviour 
(c) extremely shocked and upset 
(d) a particular way of pronouncing words 
(e) feelings of support     1 x 5 = [5] 
 
3. Unscramble the following sentences and put them into the correct sequence (no. 1-5)
TOTAL = [15] 
: 
 
(a) When she spoke with a Trinidanian accent in class, she was stopped by the teacher. 
(b) She enrolled at a school in London. 
(c) The narrator arrived in London from Trinidad. 
(d) She had to get used to the London culture. 
(e) She felt as if she was stripped of her identity in front of the whole class. 
(f) She couldn’t wait to get home to tell her mother about it.  1 x 5 = [5] 
 
[Answer 1 = c, etc.] 
 
____________________________________________________________________________________ 
 
  
ANSWER SHEET (DIAGNOSTIC TEST) 1 
 
 
GRADE: ……………………………………..   MARKS = 15 
 
NAME AND SURNAME: ……………………………………………………. 
____________________________________________________________________________________ 
 
1. Circle the correct answer 
 
1.1 a 
 b 
 c 
 
1.2 a 
 b 
 c 
 
1.3 a 
 b 
 c 
 
1.4 a 
 b 
 c 
 
1.5 a 
 b 
 c 1 X 5 = [5] 
 
2. Match the words with its correct meanings: 
 
2.1 ……………………………………………… 
2.2 ……………………………………………… 
2.3 ……………………………………………… 
2.4 ……………………………………………… 
2.5 ……………………………………………… 1 x 5 = [5] 
 
3. Put the sentences into the correct sequence
 
: 
 
 1. ……………………………………………………………………… 
 2. ……………………………………………………………………… 
 3. ……………………………………………………………………… 
 4. ……………………………………………………………………… 
 5. ……………………………………………………………………… 1 x 5 = [5] 
 
____________________________________________________________________________________ 
 
TOTAL = [15] 
  
APPENDIX 9 
 
ENGLISH FIRST ADDITIONAL LANGUAGE 
GRADE: 9                                                  ASSESSMENT TEST 2                         TIME: 30 MINUTES 
           MARKS: 30 
____________________________________________________________________________________ 
INSTRUCTIONS: 1. Answer ALL the questions 
   2. Write neatly and legibly 
____________________________________________________________________________________ 
 
Question 1 
 
1. Read the extract carefully and answer the following questions: 
 
1.1 The story is entitled “Brotherhood” because James and Stompie: 
 
 (a) are brothers 
 (b) are brothers living in the same neighbourhood 
 (c) share a close bond 
 
1.2 James and Stompie were locked up: 
 
 (a) separately 
 (b) together 
 
1.3 James’ biological father was: 
 
 (a) dead 
 (b) in jail 
 (c) overseas 
 
1.4 James got Stompie from: 
 
 (a) his stepfather 
 (b) an unwelcome litter 
 (c) the police 
 
1.5 Stompie was fed from: 
 
 (a) handouts 
 (b) restaurants 1 x 5 = [5] 
 
2. Match the following words with its correct meanings
A 
: 
 
B 
2.1 reconciled 
2.2 prevention 
2.3 charitables 
2.4 ally 
2.5 hangouts 
(a) a person who supports you 
(b) acts of kindness 
(c) places where people socialize 
(d) to get together again 
(e) to stop something happening 1 x 5 = [5] 
 
3. Unscramble the following sentences and put them in the correct sequence (no. 1-5)
TOTAL = [15] 
: 
 
 (a) The police locked both James and Stompie up. 
(b) He refused to go without Stompie. 
(c) He was released the next day. 
(d) The NSCPA finally gave Stompie back. 
(e) James and Stompie were illegally sleeping in the streets. 
(f) James and Stompie were finally reconciled again. 1 x 5 = [15] 
 
[Answer 1 = e, etc.] 
______________________________________________________________________________ 
 
   
  
ANSWER SHEET (ASSESSMENT TEST 2) 
 
GRADE: 9 ...............          [MARKS = 15] 
 
NAME AND SURNAME: ........................................................ 
____________________________________________________________________________________ 
 
1. Circle the correct answer: 
 
1.1 a 
 b 
 c 
 
1.2 a 
 b 
 c 
 
1.3 a 
 b 
 c 
 
1.4 a 
 b 
 c 
 
1.5 a 
 b 1 x 5 = [5] 
 
2. Match the words with its correct meanings: 
 
2.1 ……………………………………………………….. 
2.2 ……………………………………………………….. 
2.3 …………………………………………………..…… 
2.4 ………………………………………………..……… 
2.5 …………….…………………………………………. 1 x 5 = [5] 
 
3. Put sentences into the correct sequence: 
 
1. ……………………………………………………………….. 
2. ……………………………………………………………….. 
3. ……………………………………………………………….. 
4. ……………………………………………………………….. 
5. ……………………………………………………………….. 1 x 5 = [5] 
 
____________________________________________________________________________________ 
 
TOTAL = [15] 
 
   
   
APPENDIX 11 
  
  
 
APPENDIX   13 
 
Geagte Mnr/Me         
 
Ons dra die belange van       op die hart.  Ons is dus vennote in die 
opvoeding van     .  As       se Engels onderwyser    
versoek    ek    u    dus   vriendelik,   dog   dringend,   om   die   skool te besoek op    
  sodat ek       se vordering rakende lees- en skryfvaardighede,  met 
u kan bespreek.  Ek   will   aan u verduidelik hoe ek, met u hulp,      van hulp kan 
wees.  Dit is in belang van      dat u teenwoordig is.  Ek maak staat op u 
samewerking.  Alle seenwense! 
 
By voorbaat dank. 
 
     
V.C. DIDLOFT (Mev) 
04 Junie 2008 
 
...................................................................................................... 
 
 
Dear Mr/Ms        
 
We have the interest of       at heart.  We are therefore partners in  
    education.  As      English teacher, I therefore urgently 
request you to visit me at school on      in order to discuss      
progress regarding reading- and writing skills.  I hope to explain to you, how I, with your help, can assist. It 
is in       interest that you are present.  I depend on your co-operation. 
 
Many blessings! 
Thanking you 
 
     
V.C. DIDLOFT (MRS) 
04 June 2008 
